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Preface 


| suspect that there will not be many teachers of ESP who missed the opportunity 
to buy Pauline Robinson‘s original book on the topic, which was published in 1980. 
For many, it will be a classic on their shelves, offering in one place at that time 
unmatched coverage of the publications and research of a rapidly developing field. 

This new contribution to the Language Teaching Methodology Series is not, 
however, merely an updating of the record in the last ten years, useful though that 
would have been. Pauline Robinson's purpose is much broader; effectively to address 
three issues and challenges that have arisen within the field, examining critically not 
only what is the content of ESP but also what are its characteristic processes of teaching 
and learning, secondly, to indicate and reference the breadth of ESP as a major discipline 
in English Language Teaching, and thirdly, to emphasise the importance of the research 
and practice of ESP for the general language teacher. 

As the book amply illustrates, there are a variety of issues and challenges to explore. 
She identifics some of them very clearly: the highlighting of the surface features of 
special purpose language on underlying rhetorical structures — what we might call 
a focus on text; the contrasts between a focus on the ‘ends-needs* and the ‘means- 
needs’ of the learner — what we might call a focus on task; the location of ESP teaching 
in the language classroom or tn the work- or study-place -- the focus on place; and 
the ESP teacher seen as service provider or as collaborator with the specialist subject- 
matter teacher or workplace supervisor — the focus on role. 

ESP Today achieves these first two purposes; it offers explanatory reference but 
it also presents challanges for seminar discussion within professional in-service 
development. Pauline Robinson has very expertly organised her material so that, as 
the issues are explored, readers come to know the major research and materials 
publications which illustrate the issues in question. Cumulatively, readers obtain an 
account of available resources but they are also confronted with curriculum design 
and delivery problems which need local debate. In a way, the book offers a new genre 
for language teachers, both compendium and in-service course, and [ hope that itwill 
find a ready readership. 
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x General Editor's Preface 


There is more to the book, however, than its focus on ESP. Her third purpose 
addresses the issue of ESP not only as a specialist discipline but also as part of the 
larger world of language teaching and learning. In its purposefulness and in its 
characteristic learner-centredness, ESP serves to highlight and problematise more 
genefally current issues in the language curriculum. In this sense, ESP Today is a 
book for all teachers of language not just the specialist cadre of ESP teachers. Indeed, 
about fifteen years ago now I asked why the requirements of ESP ought not to be 
requirements of language teaching and learning in general. The question still holds 
true as ESP serves to set-in relief issues that concern us all. We are all special purpose 
teachers and special purpose learners. 


Professor Christopher N. Candlin 

General Editor 

National Centre for English Language Teaching & Research 
Macquarie University 

Sydney 
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Abbreviations used in this book 


LAP 
EGP 
Eur 
EOP 
EPP 
ESL 
ESP 
Ear 
EVP 
IL. 

EA 

L2 
LAC 
LGP 
LSP 
TESOL 
TESP 
VESL 


English for academic purposes 

English for general purposes 

English language teaching 

English for occupational purposes 
English for professional purposes 
English as a second language 

English for specific purposes 

English for science and technology 
English for vocational purposes 
Interlanguage 

First language 

Second language 

Language across the curriculum 
Language for general purposes 
Language for specific purposes 
Teaching English to speakers of other languages 
Teaching English for specific purposes 
Vocational English as a second language 


A note on the referencing system 


The references in this book have been classified into ten sections. Section (A) consists 
of general books, which present an overview of ESP or which comprise collections 
of articles, and journals which are largely or entirely devoted to ESP. The other sections 
relate to the chapters of the book. Thus section (B) (Needs analysis) relates to Chapter 
Two and so on, In the text, the parenthetical reference numbers refer to the consecutive 


number assigned to each item in the bibliography. 
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Chapter One 
Introduction 


ESP today 
The ESP enterprise 


ESP is a major activity around the world today. It is an enterprise involving education, 
training and practice, and drawing upon three major realms of knowledge: language, 
pedagogy and the students’/participants’ specialist areas of interest. 

This book is addressed to teachers and would-be teachers of ESP. Because ESP 
teachers generally have a great variety of often simultaneous roles — as researchers, 
course designers, materials writers, testers, evaluators, as well as classroom teachers 
— the term ESP practitioner will generally be used. 

ESP practitioners need training in ways of describing language, training in teaching 
language and training in designing language courses. In addition, and unlike those 
involved in EGP (English for general purposes), they need some knowledge of, or 
at least access to information on, whatever it is that students are professionally involved 
with, for example economics, physics, nursing, catering. Authentic materials (for 
example texts, recorded discussions, interviews, lectures) may be needed from these 
work or study situations to be developed as classroom materials. Thus ESP may be 
seen as dependent for its successful implementation on help and materials from 
specialists in many other areas of professional activity. 

ESP may be seen as pluralistic, because many approaches to it are concurrently 
being followed around the world today. The full form of ‘ESP' is generally given 
as ‘English for specific purposes’, and this would imply that what is specific and 
appropriate in one part of the globe may well not be elsewhere. Thus it is impossible 
to produce a universally applicable definition of ESP. Strevens (30, p. 109) suggests 
that ‘a definition of ESP that is both simple and watertight is not easy to produce’ 
and Hutchinson and Waters (15, pp. 18-19) prefer to say what ESP is not. 

ESP is protean, as it is responsive to developments in all three realms of language, 
pedagogy and content studies. Changing interpretations of ESP over the years and 
in different parts of the world represent changing relationships between, and changing 
fashions in, these three realms of knowledge. Continental European studies in ESP, 
for example, have seemed relatively unconcerned with pedagogy but very active in 
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aspects of Janguage description. The pedagogy of ESP has always been important 
in Britain and North America, however, with Britain taking the lead in matters of 
syllabus and course design, practitioners in the USA and in Canada leading the way 
in matters of classroom-based practice and research (see the discussion in Swales (322, 
pp. 79—83)). Currently, I would suggest, there is a greater interest in the content 
with+which ESP must be involved — the subject matter which ESP students have to 
study and work with through English. Content-based approaches to language teaching 
seem to be more discussed now, and not just in North America, where they have 
been most developed (see, for example, Tickoo (34)). If we consider the current focus 
in language description in Britain and the USA — genre analysis — then that too involves 
some engagement with content (and its institutional context) in a way that other 
approaches to language description have not. 


Types of ESP 


There are many types of ESP and many acronyms. Figures | and 2 show two versions 
of the ‘ESP family tree’. A major distinction is often drawn between EOP (English 
for occupational purposes), involving work-related needs and training, and EAP 
(English for academic purposes), involving academic study needs. Cutting across these 
is EST (English for scierice and technology), mainly used for ESP work in the USA 
(especially the pioneering work of Selinker et al. (212)), which can refer to both work- 
and study-related needs. 

A further important distinction must be made between those students who are 
newcomers to their field of work or study and those who are already expert (or on 
the way to becoming so), perhaps via the medium of their own language. This 
distinction, as Strevens (608, pp. 139—40) notes, ‘is between English which is instruc- 
tional and English which is operational’. Students who are newcomers to their field 
may need some instruction in the concepts and practices of that field. Experienced 
students ‘require operational ESP materials, where the knowledge, the concepts, the 
instruction and the training are taken for granted, and where it is the ability to function 
in English which is being imparted’. Each situation has implications for the kind of 
content knowledge which the ESP teacher may need to deploy and for the degree of 
generality or specificity of the ESP course. 


What is criterial to ESP? 


A number of features are often thought of as criteria] to ESP courses, but at the same 
time it is not uncommon to find courses which the organisers wish to think of as ESP 
courses but which do not appear to fit these criteria. 

First, ESP is normally goal directed. That is, students study English not because 
they are interested in the English language (or English-language culture) as such but 
because they need English for study or work purposes. This has implications for the 
kind of activities and topics on the course. However, we should not assume that all 
students have chosen their work or study area. Students may wish to have practice 
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FIGURE | The ESP ‘family tree’. 


with general topics and activities, in addition to those shown to be relevant for their 
work or specialist study. 

Second, an ESP course is based on a needs analysis, which aims to specify as closely 
as possible what exactly it is that students have to do through the medium of English. 
There are various approaches to needs analysis (see Chapter Two). Whereas needs 
analysis formerly focused rather exclusively on target or end-of-course requirements, 
now it is usual to take account of students’ initial needs, including learning needs. 

Other features of ESP courses may be seen as characteristics rather than criteria 
since they do not always apply, although they might be seen as corollaries of the two 
criteria described above. First, there is usually a very clearly specified time period 
for the course. This means that objectives should be closely specified and their realisation 
related to the time available. This implies collaboration and negotiation among all 
those involved with the course: organisers, teachers, sponsors and students. 

Next, the students on an ESP course are likely to be adults rather than children. - 
In some countries certainly, for example Egypt, there are vocational secondary schools 
where ESP rather than EGP is taught. In other countries there may be bilingual schools, 
for example in Germany, or English-medium secondary schools, for example in Turkey, 
where English and a content subject are taught together. More frequently, however, 
the students on ESP courses are in tertiary education or are experienced members 
of the workforce. A developing area, especially in the USA and Australia, is that 
of migrant education, involving language and work training for immigrants, who may 
already have many years of work experience behind them. In Europe, increasing activity 
is being devoted to equipping qualified workers to operate in more than one European 
Community language. It is often assumed that ESP students will not be beginners 
but will have already studied EGP for some years. However, ESP can certainly be 
taught to students who are beginning their study of the language (see the discussion 
on pages 22—3). 
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FIGURE 2. ESP in the USA (Source: Johns (1 7}). 


Finally. ESP courses may be written about as though they consist of identical students, 
that is, that all the students in a class are involved in the same kind of work or specialist 
studies. This may certainly be the case in many parts of the world, but equally we 
can find many mixed ESP classes. For example, all the students may be engineers, 
but some may be electrical engineers and others mechanical engineers, and the two 
groups may not acknowledge that they have much in common. In some cases, an ESP 
class may comprise all the employees of a company: they will have shared knowledge 
of the company and shared overall objectives, but they will have very different job 
duties within the company. Even when students have identical job or study needs, 
however, they are still likely to be different in terms of the rate at which they learn 
English. 

It may often be thought that a characteristic, or even a criterial feature, of ESP 
is that the course should involve specialist language (especially terminology) and content. 
I suggest, however, that an ESP course need not. include specialist language and 
content. What is more important is the activities that students engage in. These may 
be specialist and appropriate even when non-specialist language and content are 
involved. We should be guided by what the needs analysis suggests and what we 
are institutionally capable of, and cases certainly exist where apparently general language 
and content are best. 

In some cases, there is no absolute need for students to gain proficiency in English 
in order to cope with their work or study; they will manage well enough (or even 
very well) in their own language. However, there may be an institutional (or even 
national) requirement to study English, usually because of the known role of English 
as an international language of communication, trade and research. In such situations, 
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teachers of English often select texts and activities from students’ work or main subjects 
of study. As has just been suggested, the selection of specialist texts should not in 
itself make a course an ESP course. What is more important is a demonstrated need, 
which may be for specialist texts or for some other kind of material. 

However, | do not wish to exclude people who would like to be members of the 
profession of ESP practitioner. What seems crucial. ultimately. is that courses are 
designed with particular students in mind, whatever their work or study needs and 
their personal preferences. As Richards (26, p. 215) notes: ‘The concern of ESP with 
delicacy of context is something which distinguishes it from ELT in general.’ Given 
the great variety of contexts and of ESP courses around the world today, perhaps 
what we are really involved in as ESP practitioners is not so much teaching English 
for specific purposes but teaching English to specified people. 


What this book covers 


In this book an attempt is made to review developments in ESP during the 1980s. 
Thus most references are to articles and books which have appeared in and after 1980, 
although some influential material from before 1980 is also mentioned. In 1980 the 
field of ESP still seemed relatively new and one bibliography of ESP which aimed 
to be fairly complete amounted to 500 references (Robinson (27)). Inevitably, some 
items were omitted, but since 1980 ESP activity around the world has expanded 
tremendously and the number of essential references is now at least 800 (this book) 
or, more realistically, many more. Again, many useful items have doubtless been 
omitted and, although an effort has been made to consider ESP activity worldwide, 
the main focus is on UK and UK-originated activity, with a lesser focus on work in 
North America and Australia. 

Several excellent reflections on and accounts of ESP appeared during the 1980s 
(McDonough (22), Hutchinson and Waters (15), Widdowson (40)) and at least two 
invaluable collections of articles (Swales (32), Tickoo (35)). Reference is made to 
these, but on the whole the aim of this book is to consider the primary data: accounts 
of practical experience and reports of research. One essential source for these has 
been the journal English for Specific Purposes (44). Other excellent journals also exist 
but unfortunately not all of them always appear on a regular basis. One feature of 
ESP still is that much of the interesting activity that is carried on around the world 
is only reported in local publications (if it is reported at all), which may often reach 
people in other countries only by chance. 

The approach adopted here is to work systematically through the process of ESP 
course design, reviewing the procedures which ESP practitioners employ at each stage. 
Thus needs analysis is considered first, and then approaches to the analysis of language 
in ESP. ESP syllabus design is considered, followed by approaches to methodology 
and to materials for ESP. Testing and evaluation are then dealt with. After this, the 
many and varied roles of the ESP teacher are discussed. The role of the ESP student 
would also merit a chapter but is considered alongside that of the ESP teacher. Finally, 
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some of the many scores of current ESP textbooks are reviewed: those for the two 
largest areas of activity, business English and English for academic purposes. 

From time to time the demise of ESP has been predicted. This has not yet taken 
place, however, and, as the following pages show, ESP is very much alive and well, 
albeit appearing in many different guises around the world. This book is an attempt 
to encapsulate the many forms of ESP as it is today. 
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Chapter Two 
Needs Analysis 


Needs analysis is generally regarded as criterial to ESP, although ESP is by no means 
the only educational enterprise which makes use of it. The best recent short accounts 
of needs analysis are by Berwick (55) and Brindley (57). The most thorough account 
is Brindley (56), and a useful resource book is Richterich and Chancere) (87). 


Meanings of needs and needs analysis 
Needs 


The first, essential, point to make is that needs ‘do not have of themselves an objective 
reality’ (Brindley (57, p. 65)). ‘What is finally established as a “need” is a matter 
for agreement and judgement not discovery’ (Lawson (75, p. 37)}; quoted in Brindley 
(57, p. 65)). The needs that are established for a particular group of students will 
be an outcome of a needs analysis project and will be influenced by the ideological 
preconceptions of the analysts. A different group of analysts working with the same 
group of students, but with different views on teaching and learning, would be highly 
likely to produce a different set of needs. 

A number of people (for example Berwick (55), Brindley (57), Mountford (81), 
Widdowson (326)}) have discussed the different meanings or types of needs. First, 
needs can refer to students’ study or job requirements, that is, what they have to be 
able to do at the end of their language course. This ts a goal-oriented definition of 
needs (Widdowson (326, p. 2)). Needs in this sense ‘are perhaps more appropriately 
described as ‘“‘objectives”’ (Berwick (55, p. 57)). Second, needs can mean ‘what the 
user-institution or society at large regards as necessary or desirable to be learnt from 
a programme of language instruction’ (Mountford (81, p. 27)). Third, we can consider 
‘what the learner needs to do to actually acquire the Janguage. This is a process-oriented 
definition of needs and relates to transitional behaviour, the means of learning’ 
(Widdowson (326, p. 2)). Fourth, we can consider what the students themselves would 
like to gain from the language course. This view of needs implies that students may 
have personal aims in addition to (or even in opposition to) the requirements of their 
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studies or jobs. Berwick (55. p. 55) notes that such personal needs ‘may be (and often 
are) devalued’ by being viewed as ‘wants or desires’. Finally, we may interpret needs 
as lacks, that is, what the students do not know or cannot do in English. 
Some of these views of needs have been paired, and the members of each pair seen 
‘as polar opposites, although the distinctions are not as clear cut as might be supposed. 
For example, we can contrast the views of learners and of teachers. Widening the 
scope of teachers to include authorities, we may note that, in some cases, there is 
a discrepancy between students” specialist course of study or job and the one which 
they would prefer. In such cases, we might expect students/learners and authorities/ 
teachers to have different views of the goals and content of the ESP course. ‘Conflict’ 
may also develop between learners and teachers in relation to ‘a number of different 
facets of the learning process’. including learning activities, strategies and materials, 
and language content (Brindley (56, pp. 103—12)). For example, the learners may want 
to employ rote-learning, a strategy which the teacher does not consider beneficial. 


Another possible contrast is between objective and subjective needs: 
' 


The first of these terms ... refers to needs which are derivable from different kinds of 
factual information about learners, their use of language in real-life communication situations 
as well as their current language proficiency and language difficulties. The second term 
refers to the cognitive and affective needs of the learner in the learning situation, derivable 
from information about affective and cognitive factors such as personality, confidence, 
attitudes, learners’ wants and expectations with regard to the learning of English and their 
individual cognitive style and learning strategies (Brindley (57, p. 70)). 


Very often, it is the teachers who will perceive the objective needs and the learners 
who will perceive their subjective needs. However, this is certainly not necessarily 
the case. Many ESP students have a clear view of some if not all of their objective 
needs. Conversely, ‘many learners may not themselves perceive a particular subjective 
need (c.g. the need to develop confidence) which a teacher is capable of seeing’ 
(Brindicy (56, p. 138)). 

Other pairings of contrasted views of needs include perceived versus felt needs 
(perhaps covering the same ground as objective and subjective needs) and target versus 
learning needs (covering the same ground as goal-oriented and process-oriented). 
The terms product and process have a range of uses here. As well as equating product 
with a target view of needs, and process with a learning view, we can try to identify 
the target-level products and processes which students will need to control at the end 
of an ESP course (see the discussion in Robinson (88)). 


Target situation analysis 


A needs analysis which focuses on students’ needs at the end of a language course 
can be called a target situation analysis (TSA). This term is introduced and discussed 
in a useful article by Chambers (59). The best known framework for a TSA type of 
needs analysis is formulated by Munby (82), who presents a communication needs 
processor, comprising a set of parameters within which information on the students’ 
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target situation can be plotted. The Munby model has been widely studied and discussed. 
Among its useful features are comprehensive data banks, for exampic of micro-skills 
and attitudes, which can be used as checklists for the resultant syllabus, A helpful 
insight which Munby codifies relates to target-level performance: for certain jobs 
students may require only a low level of accuracy, of native-speaker-like ability etc. 
The TSA may thus pinpoint the stage at which ‘good enough’ competence for the 
job is reached. 

The information sought for a TSA may relate to two different stages in the students’ 
lives, Thus the English course may be preparing the students for a further training 
course, which will be conducted through the medium of English, after which the students 
will then take up jobs. The English language requirements of the training course and 
of the later job may well be different, but both need to be considered. For example, 
note-taking from books and answering examination questions may be needed for the 
training course, but the job may involve much discussion and negotiation in English 
and little reading and writing. Students will understandably want to practise examination- 
answering on the language course, but may also want to rehearse for their later jobs 
by doing a lot of oral work. 


Present situation analysis 


As acomplement to TSA we may posit PSA (present situation analysis). A PSA seeks 
to establish what the students are like at the start of their language course, investigating 
their strengths and weaknesses. Richterich and Chancerel (87) give the most extensive 
range of devices for establishing the PSA. They suggest that there are three basic 
sources of information: the students themselves, the language-teaching establishment, 
and the ‘user-institution’, for example the students’ place of work. For each of these 
we shall seek information regarding their respective levels of ability; their resources, 
for example financial and technical; and their views on language teaching and learning. 
We might also study the surrounding society and culture: the attitude held towards 
English and towards the learning and use of a foreign language. 

An important issue is the relationship between the PSA and the TSA. For some 
people, including Munby (82), the PSA represents constraints on the TSA, which 
will have been conducted first. Munby (83) modifies this stand a little, allowing that 
political factors should be considered at the initial phase of needs analysis, but suggesting 
that factors relating to time, resources, and styles and traditions of learning should 
not be considered until the syllabus specification stage. For McDonough (22) the PSA 
involves ‘fundamental variables’, which must clearly be considered before the 
TSA. In practice, one is likely to seek and find information relating to both TSA 
and PSA simultaneously. Thus needs analysis may be seen as a combination of 
TSA and PSA. 


a 


The language audit 
A combined TSA and PSA is provided by the language audit, used in language training 
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for business and industry and described by Pilbeam (84). The language audit is used 
to plot the role played by a foreign language in a commercial or industrial enterprise. 
First, ‘the precise language skills needed to carry out specific jobs’ are determined, 
thereby, establishing ‘a target profile of language skills as part of a job description’ 
and ‘facilitating in selection of personnel for new positions’ (Pilbeam (84)). In order 
to draw up this profile, the auditor/analyst must find out what tasks or activities people 
perform in their jobs (for example, chairing formal meetings, making presentations, 
writing telexes and memos) and must then decide what level of language performance 
is required for these tasks. Next, a profile of present ability needs to be established, 
showing the extent to which present personnel match up to their job requirements. 
This can be done by means of tests or, better, by means of an attainment scale and 
test battery (for example the ELTDU Stages of Attainment Scale and Test Battery; 
see Martin (80)) which will specify different levels of achievement of various tasks. 
Finally, the auditor must determine how much language training is needed (in terms 
of time and facilities required) to bridge any gap between the employees’ present ability 
profile and the company’s target profile. Such a language audit might be commissioned 
by a commercial company from a team of language consultants, as a preliminary to 
deciding whether to engage in language training or not. 


Key methodological issues 


Mountford (81, p. 28) suggests three sets of methodological problems related to needs 
analysis: 


the problems of perception: whose analysis of needs? 

the problems of principle: what should the analysis include and exclude as relevant 
content? 

the problems of practice: how should the analysis be undertaken and applied? 


Rather than seeing these as problems, let us simply treat them as factors to be taken 
into account, and consider them in turn. 


Perception of needs 


First of all we can ask: who carries out the needs analysis? This depends on the type 
of course or courses concerned. For a large institution or company an outside expert 
may well be called in — for example, from the British Council or from a language- 
teaching consultancy. Hawkey (67). (68) describes a five-week consultancy in Venezuela 
for the British Council. One advantage of having an outsider do the needs analysis 
is that he or she may be accorded special status and thus gain access to sources of 
information closed to the insiders. In addition, an outsider will bring a fresh pair of 
eyes to a situation and may be able to make an impartial assessment of what is required. 
However, an outsider may also bring alien cultural preconceptions and may hold rather 
different views on teaching and learning from the institution under analysis. An approach 
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to needs analysis which, among other things, tries to guard against the ignorance and 
possible insensitivity of the outside expert is the ‘ecological approach’ to ESP of Holliday 
and Cooke (Holliday (69), Holliday and Cooke (70)). Rather than pursuing a Munbian 
type of exclusively target-oriented analysis, Holliday and Cooke suggest a ‘means 
analysis’ which researches into the local culture: its patterns of thinking and learning. 

In many cases, however, the needs analysts are insiders, members of the institution 
which will run the ensuing course. As such, they should be familiar with much in 
the PSA, if not the TSA, and should thus be able to make relatively quick and informed 
decisions. However, as Ramani et al. (85) show, there are different degrees of ‘inside- 
ness’. While lecturers in a university language centre, for example, may be familiar 
with the cultural norms and educational traditions of the country, they are still outsiders 
as regards the disciplinary cultures of the various university departments, being trained 
(most usually) in literature or applied linguistics, not in the natural sciences. 

Who provides the information for the needs analysis? The sources of information 
are the potential students, the language-teaching institution (teachers and administrators) 
and those who are or will be concerned with the students’ specific job or study situation. 
The students’ sponsors might form a discrete fourth group. We might also want to 
consider past students. A basic problem can be that all these different sources of 
information have different views of what will be required on the ESP course. Further, 
these views may even be in conflict. Andrews (54) and Markee (79), both investigating 
the situation in Sudan, found a difference between the official view of the role of 
English and its actual role. They also found radically different perceptions of the role 
and target of the whole ESP project. 


Principles of data selection 


The type of information sought during a needs analysis is usually closely related to 
the approach to teaching and learning and to syllabus design followed by the analysts. 
(See the discussion of approaches to syllabus design in Chapter Four, pages 34-41.) 
For example, where the analysts favour a pedagogic approach which focuses on 
linguistic forms and their accurate reproduction by students, then needs analysis is 
likely to involve some study of the students’ grasp of linguistic forms (probably through 
testing) and linguistic analysis of target-level texts. Students’ needs will be expressed 
in terms of language items which must then be taught. In other cases, common for 
EAP, investigation will focus on the skills and sub-skills which are employed in certain 
study situations. For example, if reading is identified as an important skill, then 
investigators need to identify the types of text which must be read and the modes of 
reading employed for them: speed reading, reading for gist, scanning and so on. Any 
study of specific linguistic forms will be a secondary rather than a primary considera- 
tion. In recent years, also in EAP and more generally in ESP, we find an interest 
in the processes which students engage in and the strategies they employ, both when 
learning language and when engaged in their specialist areas of interest. A process- 
oriented needs analysis, then, would focus on information about these processes and 
strategies (see, for example, Jacobson (72)). 
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Ideally, of course, needs analysts should try to obtain information from a range 
of sources and viewpoints. Brindley (56, pp. 8-11) suggests a range of types of 
information to be sought from learners, teachers and others, adapted from Richterich 
and Chancerel (87). (See also Berwick (55, pp. 52—3.)) 


The practice of needs analysis 


Schroder (91, p. 45) suggests that ‘there are essentially four techniques for investigating 
needs‘: the questionnaire, the detailed interview, participating observation, and press 
ads. By press ads, he means that advertisements of job vacancies in the newspaper 
might indicate the language needs of the jobs. To Schroder’s list we. could add testing 
and the collection of authentic materials, such as audio and video recordings and 
documents from the students’ workplace or specialist academic department. 


Questionnaires 

Examples of questionnaires are given in Richterich and Chancerel (87). If one has 
decided to use a questionnaire, then ijt is essential to try it out on a few respondents 
first to see whether the questions are comprehensible and whether the answers can 
be easily analysed and compared. A good account of preparing a questionnaire, which 
could be checked by computer, is given by Carrier (58). Lonnfors (76) describes the 
piloting of a questionnaire designed to be used as and when needed on future occasions 
to check on the continuing and developing needs of the different faculties of Helsinki 
University. One of her main concerns was that the questionnaire should be understood 
by laypeople, that is, non-linguists. The pilot questionnaire was administered to present 
and past students and to lecturers. There are obvious advantages in having some kind 
of ready-prepared questionnaire, which can be used at short notice for certain types 
of course and easily modified for others. 

It is likely that the questionnaire will seek information for both the TSA and the 
PSA. For a new course or series of courses, one may seek information on a large 
number of points. For a repeated course, one may well focus on a particular aspect. 
For example, Horowitz (71), concerned with teaching academic writing, sought 
information on the range and nature of writing tasks assigned by lecturers, and the 
degree of control or instruction provided. He found that the written assignments fell 
into a small number of categories, several of which had not featured in previous studies 
of academic writing. He also found that a considerable degree of control or instruction 
was provided for the students, a factor not taken into sufficient account in contemporary 
approaches to the teaching of academic writing. 

The advantage of a questionnaire is that it can be sent fairly easily to a large number 
of people; the disadvantage is that not many people will bother to fill it in and return 
it. The needs analyst has more control if the interview method is used. 


interviews 


Mackay (77) advocates the ‘structured interview’ where, in effect, the interviewee 
is guided by the interviewer through a questionnaire. The advantage of this, suggests 
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Tarantino (95, pp. 35--6), ts that the interviewer is able ‘to help the respondents with 
linguistic clarification and to record their answers and explanations’. In addition, as 
Mackay points out, the interviewer can pursue any interesting new line of enquiry 
that develops, while at the same time having a planned agenda to refer to. 


Observation 

Questionnaires and interviews deal primartly with the respondents’ opinions. The analyst 
needs to supplement these with direct observation: of successful target-level behaviour 
and of students’ present, presumably defective, performance. 

Svendsen and Krebs (94) describe the preparation of job-specific ESL classes which 
ran alongside vocational skills training at the actual worksite. They refer to Fanselow 
(66) on methods of data collection and on the importance of noting the role of non- 
linguistic communication. Svendsen and Krebs first conducted interviews with upper- 
level management, the department director, supervisors and the workers themselves 
in order to gain a thorough overall understanding of the nature of the job. They then 
made several visits to the workplace at different times of day, ‘shadowing’ the workers 
as they went about their work, noting the job duties. details of the environment and 
the nature of the spoken interactions that took place. Svendsen and Krebs continued 
their visits to the workplace, tape-recording the daily routines, even after the ESP 
course had begun. In addition to this, they collected samples of written documents 
used by the workers. Finally, they verified the accuracy of their data with experienced 
industry personnel. 

Svendsen and Krebs stress the importance of establishing good relations with the 
industry staff: making only brief visits at convenient times; carefully explaining the 
purpose of the visits. Such good relations may take time to be established, of course. 
Industry personnel or (in the case of EAP) university or college departments may 
only start to co-operate after the first of a series of ESP courses has been successfully 
conducted. 


Case studies 

One particular type of observation is the case study, in which one individual is shadowed 
over a period of time. Schmidt (90) describes a case study from EAP in detail and 
suggests that ‘the case study as a means of assessment not only identifies difficult 
linguistic features but provides information to support a process oriented definition 
of needs as well’ (Schmidt (90, p. 201)). Schmidt selected an advanced ESL student 
of business administration (Yvonne) and attended classes with her for three weeks, 
taking notes, observing Yvonne and comparing lecture notes with her. Thus as well 
as gaining direct experience of the type of lectures being given, Schmidt could also 
study Yvonne's strategies for coping with lecture comprehension and note-taking. In 
addition, Schmidt interviewed the lecturer and made a study of Yvonne's examination- 
taking strategies. Schmidt suggests that the advantages of the case study method are. 
that it gives ‘the possibility of an in-depth study over a period of time, the opportunity 
to appeal to the student’s intuitions about his or her difficulties and needs in more 
detail than in the oral interview or questionnaire, and the occasion for the curriculum 
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developer to do direct observation of the student in the classroom and study situation 
to gain insight into the student's own methods of learning’ (Schmidt (90, pp. 200—1)). 
The disadvantages are that this method of needs analysis is time consuming and that 
the results may not be generalisable. 


Tests 

Ideally, students should be tested before the start of the ESP course so that the course 
designers can have some idea of their present level of ability. The test may require 
students to perform target-level tasks, thus revealing which they are already capable 
of performing and where their deficiencies lie, (See the discussion of testing for ESP, 
pages 73—8.) The test should be reliable and validated, so that the scores can be easily 
interpreted. Vague assessments such as ‘intermediate level’ are of little help when 
course specifications are being drawn up. Failure to obtain an accurate idea of the 
students’ initial level of ability can lead to serious problems and the hasty redesign 
of a course, as Saunders (320, p. 34) describes. 


Authentic data collection 

Authentic data collection refers to the making of audio or video recordings, for example 
of real-life business negotiations or of lectures in students’ specialist departments, 
and to the collection of print material, for instance samples of commercial correspon- 
dence, samples of students’ examination scripts, the books and journal articles that 
university students are required to read, 

The analysis of the linguistic component of the material is discussed in detail in 
Chapter Three, pages 23-7. Here we might simply mention the importance of making 
an accurate record of the source of the data and noting such factors as how and for 
what it was being used and in what kind of situation. Thus if audio recordings of 
discussions or seminars are made, we need to know what actions and gestures 
accompanied the speech. If print material is collected, we need to know who used 
it and how, for example whether it was something read and closely studied or merely © 
scanned, or whether it led to immediate action. A problem with the collection and 
analysis of authentic material is that it may be difficult to determine what is salient 
and useful and what is merely interesting. 


Participatory needs analysis 
A final type of needs analysis that may be identified is the participatory needs analysis, 
which involves the students more actively than in simply completing a questionnaire. 
Students might be invited to take part in a discussion on their needs (and wants), with 
the students able to make recommendations as to what should happen in the resultant 
course. Shaw (93) describes the use of a questionnaire on needs as a Stimulus to a 
communicative class activity, during which students learnt to reconcile their individual 
needs with those of the class as a whole. 

Students might also be asked to take part in further research, for example as to 
the nature of their subsequent work or study requirements. Where students have already 
started their specialist studies, they can report to the ESP teacher on the needs which 
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emerge in the course of these studies. Johns (744) reports on the training of students 
in ethnographic techniques to enable them to study the academic community they are 
about to enter. Having identified the features of their target community, they may 
be more aware of what is needed to help them prepare for it. (See also Ramani (783).) 


Conducting a needs analysis 
Planning the needs analysis 


Before embarking on a needs analysis we need to consider very carefully how much 
time there is available, both to do the actual collecting of the information and then 
to process and analyse it. We should also have some idea of how we are going to 
analyse and use the information. Mackay and Bosquet (78), in a very clear account 
of ‘LSP curriculum development’, warn that ‘if the researcher assumes that the first 
step is to gather al] possible information about the learner — his or her needs, the 
uses to which the language might be put, the expectations of the community — before 
deciding how the information will be analyzed and for what purposes it will be used, 
this phase is certain to end in frustration and is likely to end in the abandonment of 
the data’ (Mackay and Bosquet (78, p. 11)). 

It is also important to consider the likelihood of obtaining the type of data that we 
think we want. If the students have not yet arrived at the place where the ESP course 
will be taught, then can a questionnaire be sent to them? Can they be asked to take 
some sort of recognised test before leaving? What relevant material can they be asked 
to bring with them? Some of the problems of operating at a distance are discussed 
by Drobnic (64) and Hirayama-Grant and Sedgwick (288). 

Another problem may be the difficulty of extracting usable information from sponsors 
or employers. This may be because the information is of a sensitive nature or because 
‘sponsors may be out of touch with the prospective students’ actual needs. They may 
even insist upon imagined rather than established needs. Without special help, even 
the most enlightened of sponsors may be unable to offer more than a very crude analysis’ 
(Allwright and Allwright (331, p. 58)). 

Thus, when necessary, needs analysts must ‘use their existing stock of knowledge’ 
(Holliday and Cooke (70)) and make ‘professional guesses” (Scharer (89)). 


When should the needs analysis be carried out? 


There is general agreement that as much as possible of the needs analysis should be 
completed before any course or series of courses starts. Richterich and Chancerel 
(87), and Holliday and Cooke (70) and others, however, also suggest that needs analysis 
needs to be repeated during the life of each course. This is most obviously because 
the PSA may change. As students become more involved with the course, their attitudes 
and approach may change. They — or their sponsors — may also become more 
ambitious and extend the targets towards which they are aiming. In the case of a large 
institution or company, we might imagine a repetition, on a smaller scale, of needs 
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analysis at regular intervals, for example annually or every five years or so. Alterna- 
tively, this repeated needs analysis can be built into the formative evaluation (see the 
discussion on pages 65-6). 


Accounts of practical experience 


Richterich (86) presents a number of case studies in needs analysis, not all of them 
for ESP. Schutz and Derwing (92) give an account of a needs analysis project, as 
does Coleman (60), focusing on the complexities of needs analysis for a very large 
organisation. He suggests a two-stage needs analysis: ‘The first stage would reveal 
the complexity and dynamism of the organization and then, at the second stage, attention 
would be paid to the specific needs of the organization's constituent units’ (Coleman 
(60. p. 155)). Cumaranatunge (61) gives a good account of needs analysis for EOP 
(domestic aides in West Asia), using a wide range of methods. 

An interesting account of an EAP needs analysis project is given by Hawkey. In 
Hawkey (67) he describes in detail the application of the Munby model (with appropriate 
practical modifications), which in Hawkey (68), referring to the same project, he sets 
in context. Hawkey had five weeks for his project, but on arrival (in Venezuela) found 
that the brief had been expanded to include materials production as well as needs 
analysis. Hawkey’s approach combined informal interviews and observation and he 
notes that with both methods he was gaining information about both the TSA and 
the PSA. In addition, his classroom observation gave him ideas for the. materials 
production. Hawkey stresses the importance to the project of the great amount of 
willing co-operation that he received from all concerned: students, English teachers, 
administrators. 

On a very short course, or when a course has been arranged at short notice, a prior 
needs analysis may not be possible. In this situation, information on needs has to be 
obtained once the course has started. Knight (74) describes a one-off one-week course 
for German technical staff engaged in discussions on quality control with a firm of 
US consultants. The discussions had just broken down, which was the reason for the 
ESP course, and so the ‘target’ needs were actually very immediate. Knight did in 
fact obtain some information before the start of the course — from telephone calls, 
company literature and a textbook on quality control. However, he suggests that the 
identification of ‘learner-related needs’ is a product of the developing course and the 
developing rapport between teacher and students or clients. He stresses the importance 
of ‘first-day analysis’, which gives both overt information (through interviews, for 
example) and covert information (for example through simulations, which are a learning 
activity for the students but which give diagnostic information to the teacher). As 
the week progressed, it became clear thut the reason for the breakdown was not what 
the clients had assumed and was perhaps attitudinal} rather than linguistic, a conclusion 
which only emerged through simulation and,discussion and which could probably not 
have been identified before the start of the course. 
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Specitying objectives; drawing up a contract 


As a result of the needs analysis, we should be able to draw up our objectives for 
the ESP course. We might also wish to draw up a contract, to be signed by the course 
designers and the sponsors, which specifies what can (and cannot) be provided. The 
next stage is the design of the syllabus. It must be remembered, however, that the 
stages of needs analysis, ‘specification of objectives and syllabus design are, in practice, 
often not discrete. 
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Chapter Three 
The Analysis of Language for ESP 


The relationship between ESP and linguistic 
analysis 


Any ESP enterprise involves three realms of knowledge: Janguage, pedagogy and 
content (the content of the students’ specialist disciplines). The relationship between 
these is different for different ESP courses and depends on the views of the course 
designers concerning the description of language, syllabus design, and methods 
of learning and teaching language. At the needs analysis stage, ESP practitioners 
often take one of two paths: either texts (spoken or written) are identified, the 
language of which constitutes the language syllabus for the students, or some sort 
of language syllabus is identified and then texts are sought or created to embody 
that language. At the learning stage, some then advocate that students be exposed 
to the texts selected and, through appropriate activities or tasks, acquire the target 
linguistic features. Others adopt some form of explicit description and teaching of 
the linguistic features, perhaps not always embodied in texts. 

Whether an ESP course contains a conscious focus on language or not, the course 
designers must be operating some sort of theory of language and of its relationship 
to ESP. Many theories of language and of its description are available and ESP has 
benefited greatly from work done in theoretical linguistics, applied linguistics and 
other disciplines such as psycholinguistics, sociolinguistics and sociology. (See Coleman 
(117) for a multidisciplinary survey of language and work, with contributions from 
a wide range of academic disciplines.) ESP practitioners can be seen as opportunistic 
in that they take whichever theories seem most ‘appropriate to their purposes. Swales 
(225), (32) demonstrates how approaches to linguistic analysis for ESP have changed 
as fashions have changed in linguistics generally, but he also notes that ‘older work 
does not automatically lose its value and relevance simply because it is old’ (Swales 
(225, p. 17)). Thus, if we look at what is going on in ESP worldwide, we can find 
both older and newer approaches to language description in current operation. 

For some ESP courses, students may be offered a fairly restricted set of linguistic 
options, and notions of ‘register’ and ‘special language’ (see below) may be invoked. 
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Such courses are likely to be short, closely focused on target-level needs and involving 
more of a training than a teaching approach (see the discussion in Widdowson (40)). 
On longer, more broadly based courses, where attention is paid to current learning 
needs as well as future work or study requirements, then the view of language and 
of which linguistic items need to be practised is a much wider one. 

ESP has not been merely opportunistic by borrowing from elsewhere, for much 
linguistic work has been done under the auspices of ESP, often as part of needs analysis 
and the preparation of course materials. Too often such research is not offered for 
publication and so is not disseminated widely. Other research is only indirectly related 
to pedagogic needs. A considerable number of small and large ESP-related projects 
are carried out on master’s level courses in applied linguistics, teaching English to 
speakers of other languages (TESOL) and teaching English for specific purposes 
(TESP), and for doctoral-level studies. Some of this work is published or otherwise 
accessible; much of it is not. What would be useful is a large-scale comparison of 
the findings and an indication of which areas have been sufficiently covered (if any) 
or neglected, of where fruitful comparisons and contrasts could be made, and of which 
approaches seem most productive. Van Naerssen and Kaplan (182) give a comprehen- 
sive account of linguistic research for EST, however, identifying the motivation for 
the research and the targets and posing a number of pertinent questions, some of which 
will be considered below. 


Questions of theory and terminology 


The central belief of anyone involved with a language for special purposes (LSP) is 
that no language is monolithic; that is, all languages comprise many varieties. The 
problem, however, is to determine the degree to which the varieties of any one language 
may differ from each other, A further problem for anyone wishing to investigate the 
matter is the great range of terms used. Some of the key terms are discussed below, 
with an indication of the theories they relate to and the significance they have for 
work in both ESP and LSP. 


Variety 


‘Variety’ is perhaps the most widely employed term and a well-established distinction 
is made between varieties according to user (for example, regional, temporal, social 
and sexual dialect) and varieties according to use (for example, in the workplace, 
in the home, at a socia) function) (see Halliday, McIntosh and Strevens (146), Gregory 
(142)). However, whereas varieties according to user were formerly thought to be 
fairly unchanging, it is now known that people can modify their original regional and 
other dialects. Conversely, workplace language, once thought to be confined to the 
work situation, can now be seen to affect a speaker's repertoire even in social situations. 
The distinction in linguistic usage between home and work is thus not always as clear 
cut as the analyst might wish it to be. 
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Register 


The term most usually employed to cover varicties according to use is ‘register’. Its 
constituent components are ‘field’ (topic), ‘mode’ (whether written or spoken) and 
‘tenor’ (or ‘style’) (on a scale of formal to informal). The overall term, register, is 
sometimes also used for the component ‘field’. Register has been a fruitful term, 
particularly in the field of stylistics, but also as the basis of research in ESP. The 
problem with register (and even variety) is that it can lead to reification; that is, a 
register of the language is identified and described, and then referred to as a discrete 
set of linguistic choices, seen as quite separate from the rest of the language. Thus 
we find, for example, ‘the language of science’, ‘the language of medicine’. 


Special language 


The final development is the concept of “special language’. Turner (242), in a very 
thorough and useful exploration of the terms ‘special languages’ and ‘specific purposes’, 
notes the ‘rickety logical bridge from, for instance, “English for Bankers” (user) to 
“English in Banking” (domain), to arrive at “Banking English” (special language)’ 
(Turner (242, p. 6)). 

Special language or languages suggests the existence of general language or languages 
and LGP (language for general purposes). Illuminating discussions of what is involved 
here can be found in Varantola (244) and de Beaugrande (104). De Beaugrande (104, 
p. 6) writes: 


However, an LSP does not meet the requirements for a language in the usual sense .. . 
no LSP is composed exclusively of its own resources. Instead every LSP overlaps heavily 
with at least one LGP and is free to use any parts of the latter without express justification. 
One could not, for example, state the ‘rules’ which determine what parts of the grammar 
or lexicon of English may or may not appear in ‘scientific English’; even such old stylistic 
restrictions as those forbidding “sentence fragments’ or ‘slang’ have been relaxed in recent 
years, especially within the discourse of computer technology. Hence we have more of a 
continuum than a division between LSP and LGP. {Varantola 1986) 


A more useful term perhaps than ‘special language’, and surely a more accurate one, 
is ‘technolect’ (Lauren and Nordman (168), (20)), *-lect’ suggesting, as in ‘dialect’, 
a form of a language, not an independent language. However, the term seems only 
to be used by Lauren and Nordman, who in fact entitle one of their 1989 volumes 
Special language. 

Varantola (244, p. 10) suggests that ‘special language’ and ‘general language’ ‘are 
good as working concepts but ... resist clear-cut definition and delimitation’. One 
unequivocal definition is that of Sager, Dungworth and McDonald: ‘Special Languages 
are semi-autonomous, complex semiotic systems based on and derived from general 
language; their use presupposes special education and is restricted to communication 
among specialists in the same or closely related fields’ (Sager et a/. (198, p. 69)). 
Lauren and Nordman (169, p. ix) write that ‘the most advanced human thinking is 
expressed by special language’. 
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Specialist knowledge, not special language 


Sager et al.’s work suggests that what is important first of all for the ESP researcher 
is the content of students’ specialist disciplines: the knowledge and the conceptual 
networks that are involved. Hiillen (155, pp. 63—4) develops a concept of the ‘stratifi- 
cation’ of LSP ‘according to the kinds of professional activities behind it’, the strata 
being differentiated in terms of their relative abstractness or applicability (contact with 
material reality). This stratification model might usefully be applied to all users of 
a language, in fact. The broadest stratum would relate to the topics and concepts of 
daily life, understood and manipulated'by all normal (native speaker) users of the 
language. These are the topics and concepts usually taught on language for general 
purposes (LGP) courses. Despite what Sager er al. suggest, these topics and concepts 
may also form an essential part of LSP courses, for example courses for medical 
personnel and hotel and catering staff who need to interact with the public. For all 
strata other than the broadest, we find that even native speakers have differential 
communicative ability, not because of their knowledge or lack of it of the linguistic 
system but because of their professional knowledge. (We should perhaps add leisure 
interest knowledge here. Is the discourse of the amateur photographer, actor, car 
mechanic and so on noticeably different from that of the professional?) 

An important contribution to the study of the role of professional knowledge and 
conceptual networks was made by Selinker (205). Selinker describes a research project 
involving the study of an academic article in genetics by a group of ESL teachers 
and the discussion of their questions by a specialist informant (a lecturer in genetics). 
What emerged was that the teachers were not only ignorant of the meanings of technical 
terms, but that they could not identify when ‘common language words’ were being 
used technically, misunderstood the meaning — in context — of certain modal verbs, 
connectives and even punctuation and, because of their lack of specialist knowledge, 
did not in fact realise what the purpose of the entire article and its main content were. 
Zuck and Zuck (254) also show how English teachers and subject specialists can have 
a different view of the ‘main idea’ of a text. Other work which builds on Selinker 
(205) includes Huckin and Olsen (152) and Tarone et al. (235). 


Common core 


Having indicated that a concern with linguistic features should be secondary to a 
consideration of topics and concepts, let us return to the issue of language as such 
and to another variously interpreted term, that of ‘common core’. This is penetratingly 
examined by Bloor and Bloor (107). They cite Quirk et al. (190), who write that ‘we 
need to see a common core or nucleus that we call “English” being realized only 
in the different actual varieties of the language that we hear or read ... however 
esoteric or remote a variety may be, it has running through it a set of grammatical 
and other characteristics that are present in all others’ (Quirk et al. (190, pp. 13~ 14)). 
Bloor and Bloor conclude that ‘no speaker can have a command of the Common Core 
in a vacuum. Hence there is no reason whatever why the Common Core cannot be 
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acquired from a so-called “special” variety just as well as from a more usual classroom 
variety’ (Bloor and Bloor (107, p. 19)). 

We might ask here what it is that the common core consists of. I suggest that it 
consists of the basic patterns of word, phrase and clause (or sentence) construction 
in’English. Where one variety of English will differ from another is in the frequency 
of use of these different structural possibilities. A useful concept here is that of ‘delicacy’ 
(Halliday (144)). Thus, for example, while the noun phrase in English has the basic 
pattern of 


m h 
(pre-modification) head (post-modification 
or qualification) 


various combinational possibilities for items at m and q exist, and some of these 
possibilities may be more frequent in, say, certain types of engineering text than, for 
example, in certain texts on history. Similarly, while all clauses which one would 
accept as English fall into a small number of patterns, great variations are possible 
according to length, recursiveness and embedding, and on the basis of this it may 
be possible to distinguish a legal text from an elementary science one (see also the 
discussion in Robinson (28)). 


ESP, LSP and language acquisition 


In addition to elucidation of the term ‘common core’, Bloor and Bloor are concerned 
in their paper ‘with the ways in which the LSP experience compels a new evaluation 
of certain theoretical positions in Applied Linguistics and Second Language Acquisition’ 
(Bloor and Bloor (107, p. 1)). They argue that acquisition develops through exposure 
to language in context. ‘A language learner is as likely to acquire “the language” 
from one variety as from another, but the use of language, being geared to situation 
and participants, is learned in appropriate contexts’ (Bloor and Bloor (107, p. 28)). 
LSP, almost by definition, is language in context. 

As well as invoking Krashen's distinction between acquisition and learning (Krashen 
(164)), Bloor and Bloor are here also utilising Widdowson’s binary opposition of use 
and usage (Widdowson (251, pp. 1—21)). One important reason for the development 
of ESP was the realisation by those involved in teaching English as a foreign language 
that, while students might be acquiring some knowledge of English usage through 
EGP classes, they had not actually learned to use the language in the specialised contexts 
of work or study. 

An interesting series of experiments which investigates students’ acquisition and 
use of language in different contexts is reported in Selinker (206), (207) and Selinker 
and Douglas (208), (209). Selinker and Douglas suggest that learners’ strategies vary 
according to ‘discourse domain’, that is, according to contexts which are important 
and/or necessary to the learners. ‘The important SLA [second language acquisition} 
processes, such as language transfer, fossilization, and backsliding, as well as avoidance, 
and various communication and learning strategies, do not occur globally across [Ls 
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[interlanguages}, but rather differentially within discourse domains’ (Selinker and 
Douglas (208, p. 190)). Selinker and Douglas's method is to take comparable ‘episodes’ 
from the same learner’s ‘technical domain’ and ‘life story domain’. The research so 
far seems to show that some learners are more careful and more concerned to achieve 
effective communication in the technical domain compared with the life story domain 
(Selinker and Douglas (208, pp. 192—7)), while others are perhaps over-concerned 
in the technical domain and make errors which do not occur in the life story domain 
(Selinker and Douglas (209, p. 370)). 

The nature of the relationship between context or domain and the learning and use 
of language is clearly vital to ESP and highly worth investigating. What can actually 
be done to help students both acquire and learn to use English appropriately in context 
is a matter of methodology (see Chapter Five). 


Review of important approaches to the 
description of language 


Changing approaches to linguistic analysis for ESP involve not only changes in method 
but also changing ideas of what is to be included in language and its description. Broadly, 
we might suggest that earlier studies focused on elements of the sentence and their 
construction; later, cohesion (particularly grammatical cohesion) was an important 
consideration. Attention then moved to the meanings of forms (notions and functions) 
rather than their structure andto the study of forms in context. Subsequently, approaches 
from discourse and conversation analysis and pragmatics were utilised. A good appraisal 
of approaches to the description of scientific language is given in Widdowson (252). 
Swales (32) gives not only an excellent presentation of the development of ESP but 
also a good guide to approaches to linguistic analysis for ESP. Here I shall deal with 
frequency studies, the rhetorical approach and genre analysis. These can be seen as 
occurring in historical sequence, but they may also occur concurrently, according 
to the needs of different course designers. 


Frequency studies 


Frequency studies have been important since the earliest days of ESP. The tradition 
seems to be particularly active in the former German Democratic Republic. Hoffman 
(148, pp. 114-15) writes: ‘The peculiarities of LSP are first and foremost of a 
quantitative nature. It is the significantly frequent occurrence of certain speech elements, 
forms or structures that characterizes scientific writing and spoken discourse. As a 
consequence statistical methods play an important role in selecting an inventory for 
teaching purposes. ... It is the word and the phrase levels that yield the best results, 
1.€. lists of typical lexical items which may serve as a highly effective teaching/learning 
minimum.’ Further discussion of this is given in Hoffman (149). 

Earlier and important frequency studies include Barber (101), which has stimulated 
a number of other studies, Ewer and Latorre (133), Huddleston er a/. (153), Thakur 
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(236), Chiu (111), Porter (189) and Ewer (131), (132). Text selection is made on 
the basis of topic or domain — generally science, other domains being law (Gustaffson 
(143)) or government administration (Chiu (11 1)). The general conclusion from these 
studies is that ‘science’ is not a homogeneous linguistic entity, that writer's purpose 
and audience rather than topic are the determinants of linguistic form and that a variety 
of English ‘may be characterized by a configuration of features all of which are found 
elsewhere. and none of which are themselves distinctive’ (Porter(189)). Chiu (111) 
makes a similar point. 

Frequency studies have been criticised for being only descriptive, not explanatory. 
Ideally, the two approaches should be combined, the description leading to an cxplana- 
tion, the explanation backed up by descriptive data. To some extent, Ewer combines 
the two in his ‘The modals in formal scientific discourse: function, meaning and use’ 
(Ewer (131)), in which he considers the meanings and roles of the modal auxiliaries 
in professional journals and academic literature. His work provides a more delicate 
explanation of modal meaning than that given in standard grammars of the language, 
whose corpora are normally derived from fiction, popular non-fiction and journalism. 
(For example, Quirk ef al, (190). See also the discussion in Robinson (28, pp. 418-21) 
and the account of corpus selection for the development of the Cobuild dictionary 
in Renouf (191).) 

Some more recent large-scale frequency studies attempt to relate the frequencies 
and clustering of grammatical forms to text type and rhetorical purpose (Grabe (140), 
Biber (106), Salager-Meyer er al. (202), (203)). Grabe also includes cohesion variables. 


The rhetorical approach 


A significant shift of approach in linguistic analysis for ESP was initiated by Selinker, 
Lackstrom and Trimble (212), suggesting that what was important was Not so much 
the frequency of feature x or y but the reason for the choice of x rather than y in 
the developing text. The focus was thus. on the text (specifically the conceptual 
paragraph) rather than on the sentence, and on writer's purpose rather than on form. 
This initiative was developed in a series of articles: Lackstrom, Selinker and Trimble 
(165), Selinker and Trimble (215), Selinker, Trimble and Vroman (216), Selinker, 
Todd Trimble and Trimble (213), (214), Todd Trimble and Trimble (240). A very 
practical and readable account of the approach is given in Trimble (241). Trimble 
in fact subtitles his work ‘a discourse approach’, but in it he is concerned with elucidating 
the rhetorical techniques and functions of written science and technology texts (or 
discourses), the aim being to identify the ‘characteristics that make scientific and 
technical English writing different from other forms of written English discourse’, 
noting that *“‘different” here means “different in degree” not “different in kind”’ 
(Trimble (241)). 

The rhetorical approach has been influential, especially in the USA. Pettinari (185) 
considers the alternation in a series of surgical reports of sentences with indefinite 
subjects and those with the dummy subject there, demonstrating how important it is 
to relate the grammatical description to the real-world role of the complete text. Several 
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important studies have focused on the verb system, for example Tarone et al. (235). 
Tarone ef al. consider the relative frequency of active and passive forms in two 
astrophysics journal articles, finding that (contrary to many assumptions about ‘scientific 
English’) we with an active verb occurs at least as frequently as the passive. What 
is important is that Tarone ef al. try to identify the rhetorical reasons for the choice 
of active or passive, reasons that relate to the developing text and to authorial meaning 
and not to any prior stylistic decision. The approach is continued by Malcolm (176), 
who explores tense usage in scientific articles, finding that ‘On the one hand, the same 
formula used for general English accounts for tense choices in EST ... . On the other 
hand ... tense formula is constrained by features unique to the genre of scientific 
articles.” These features in fact relate to the authors’ necessity to refer both to the 
details of their experiments (past) and to their report (present or deictic function, as 
in ‘We present the results ... ."). However, one might conclude that the findings 
of both Tarone ef al. and Malcolm pertain to academic journal articles in general, 
and not just to the domains of science and technology. 


Genre analysis 


A term used in Tarone ef al. (235) but which up to that point was rare in ESP 
is ‘genre’( Like all technical terms in ESP, it has various interpretations. For some 
writers, ‘genre’ seems to be the same as ‘text type’ and, as with the rhetorical approach, 
a genre analysis approach looks at the operation of language within a complete text, 
seeing the text as a system of features and ona Selection is made according to 
the communicative purpose of the text producer. Salager-Meyer et al. (202), (203) 
did a ‘principal component analysis’ of medical English scholarly papers, divided into 
editorials, research papers and case reports, which are referred to as both ‘sub-genres’ 
and ‘text types’. The results suggest a systematic difference between each text type 
or sub-genre according to the attitude of the writer to the reader: offering pure 
description in the case reports, advice and suggestion in the research papers, and 
judgement, value and instruction in the editorials. Salager-Meyer e7 al. appear to indicate 
that they see editorials etc. as sub-genres of the ‘genre’ of medical English, thus taking 
discipline or domain as the primary distinguishing factor between texts. For other 
researchers, ‘text type’ is superordinate to domain, so that the text type or genre 
of editorial might have the sub-genres of medical editorial, physics editorial, 
economics editorial and so on. 

Swales also used the term ‘genre’ for the first time in 1981 (Swales (222)), but 
for him it seems to imply much more than ‘text type’. Like Salager-Meyer ef al., 
he considers author's purpose to be of central importance, but whereas they considered 
the effect of this on the selection of grammatical forms, Swales is concerned with 
rhetorical functions: ‘Why is an author offering a classification at this point and what 
is its purpose?’ (Swales (229, p. 12)). This authorial purpose is explained with reference 
to the wider professional culture to which the author belongs. Swales (222, pp. 10-1) 
has the following definition of ‘genre’: ‘a more or less standardized communicative 
event with a goal or set of goals mutually understood by the participants in that event 
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and occurring within a functional rather than a personal or social setting’. The 
standardisation of the event implies some regulation by the professional community, 
and the ‘mutual understanding’ suggests some induction into that community. The 
definition is further developed in Swales (229) and in Swales (230), where he introduces 
the concept of ‘discourse community’. The members of a discourse community ‘share 
comfnon public goals’, have ‘mechanisms for intercommunication between members’ 
and have ‘discoursal expectations’ leading to the development and use of distinctive 
text types involving specialised terminology, ‘appropriacy of topics, the form, function- 
ing and positioning of discoursal elements, and the roles texts play in the operation 
of the discourse community’ (Swales (230, pp. 212—13)). Thus for Swales ‘genre’ 
involves not only text type but also the role of the text in the community which produces 
it, thus. implying some study of institutional culture. The view of language which is 
presented here is, then, a social semiotic one (see Halliday (145)) and not a purely 
linguistic one. (See Swales (23!) for a more extended discussion of discourse community 
and genre.) 

A practical demonstration of what might be involved here ts provided by Miller 
and Selzer (179). Their work suggests that in the analysis of any particular text we 
need to consider the ‘generic’ element, that is, whether it is broadly of the report, 
memo or letter etc. genre (or text type); the institutional element, that is, which 
company, department and so on it derives from; and the disciplinary element, that 
is, the topic, academic discipline etc. The study of institutional and academic culture 
is clearly of relevance here. A good introduction to the sociology of science is given 
in Bazerman (102), and a link between this and ESP is drawn by Myers (181). The 
approach is extended to economics and the writing of economics journal articles by 
Tinberg (238). Other work looks at the interrelationships between theories and 
researchers through analysis of the works cited in academic journal articles (citation 
analysis). This is considered from a discoursal point of view by Swales (227) and 
by Dubois (124). 

A discourse analysis-approach is’also used in Swales (222), which is a pioneering 
study of the introduction section of forty-eight examples of the genre ‘academic journal 
article’, drawn from a wide range of academic disciplines. This has been an influential 
work, stimulating a number of further studies (Cooper (119), Crookes (120), Dudley- 
Evans (125), (127), (128) and Hopkins and Dudley-Evans (150)). Swales operates 
a ‘top-down’ approach; that is, he begins with a consideration of overall text organisation 
and any statements regarding choice of structure at the sentence level or below are 
related to that higher-level organisation. 

Dudley-Evans (126) provides a good introduction to genre analysis, other systems 
of analysis and ESP, suggesting that ESP needs a system of linguistic analysis that 
demonstrates differences between texts and text types. ‘Genre analysis may be used 
as a Classificatory system, revealing the essential differences between both the genre 
studied and other genres and also between the various sub-genres’ (Dudley-Evans (126, 
p. 2)). He further suggests that genre analysis within ESP is prescriptive (that is, able 
to make pedagogically useful recommendations), whereas register analysis, for example, 
is descriptive. The aim of discourse analysis, particularly the system of analysis of 
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clause relations in written text developed by Winter and Hoey (Hoey (147)), is ‘to 
describe relations that are found in all texts. It is concerned with similarities between 
texts’ (Dudley-Evans (126, p. 5)). Nonetheless, Dudley-Evans and his students utilise 
the Winter and Hoey system, together with Swales’s system of moves (Swales (222)), 
in order to examine the workings of individual texts. (Johns (744) also refers to the 
pedagogical] usefulness of the Winter and Hoey system.) 

Genre analysis is an exciting and fruitful development within ESP. It exemplifies 
the current importance of content, particularly the social and institutional aspects of 
that content. Even within a broadly genre analysis approach, however, other approaches 
may still be of use, for instance that of discourse analysis. Dudley-Evans and Henderson 
(129) combine insights from several approaches, including statistical (frequency) 
analysis for the study of vocabulary. 

i 


Vocabulary in ESP 


For many people vocabulary, particularly specialist vocabulary (or terminology), is 
a key element of ESP. Despite this, vocabulary studies and, in particular, the teaching 
of vocabulary appear to have been somewhat neglected in ESP (see Laufer (167), 
Swales (224)). A number of aspects of the study of vocabulary in both ESP and LSP 
will be considered below, the central issue being to determine which aspect the ESP 
practitioner should most usefully be concerned with. 


Specialist vocabulary and term formation 


If we look at work in LSP, especially in Europe, we find that a large area of concern 
is that of specialist vocabulary or terminology. Sager (197, p. 98) writes: ‘terminology 
is an applicable field of study concerned with the creation, collection and ordering 
of the vocabulary of special languages ... this work is carried out by relatively few 
people for the benefit of all users of special languages’. Later he notes the ‘assumption 
that specialized communication can be made more effective if terms are formed 
according to certain prevailing patterns which have a predictive value’ (Sager (197, 
p. 99)). Alber-De Wolf (97, p. 167) suggests that ‘a good knowledge of term-formation 
processes improves the reading skills necessary for reading foreign LSP’ but most 
work in terminology is aimed not at teachers but at translators and, increasingly, at 
machine translation and the development of term banks (see Ross (193), Thomas (237)). 
Sager (197) makes the important observation that terminology is not so fixed as might 
be supposed. Several factors contribute to this: the speed of scientific development, 
its wider geographical and social spread, the duplication of research in different places 
so that there are ‘group specific variations and synonyms’. Voracek (247) compares 
terminology across the natural sciences and the social sciences. He suggests that because 
political terminology ‘can never be emotionally neutral, it can hardly be accurate and 
unambiguous and it will always cause problems to translators and interpreters’. 
Economics terms, while emotionally neutral, also cause problems of translation across 
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economic systems (Voracek (247, pp. 15—16)). Thus while there may be value in 
compiling lists of terms for particular specialist areas, we must recognise the limitations 
of such lists. 


Levels of vocabulary 


Specialist vocabulary is identified as the first of three levels of vocabulary differentiated 
by researchers in ESP (specifically EAP) (see Martin (177), Swales (221), Inman (157), 
Loots (173), Baker (100) and King (163)). However, whereas Hoffman (149, p. 49) 
suggests that ‘in the teaching of LSP attention is sharply focussed on the acquisition 
of special vocabularies’, ESP/EAP practitioners generally agree that the specialist 
levcl is nor the one to focus on. 

The second level of vocabulary that has been identified is variously called semi- 
technical, sub-technical or general scientific/technical and comprises words which occur 
in a number of scientific or technical areas, Baker (100) gives six different interpreta- 
tions of ‘sub-technical’, focusing on one sf them, which consists of rhetorical/ 
Organisational items. “These are items which signal the writer's intentions or his 
evaluation of the material presented’ (Baker (100, p. 92)). What Baker is focusing 
on would seem to be similar to Martin's ‘academic vocabulary’ (Martin (177)), which 
consists of items necessary for discussing the research process and for analysing and 
evaluating data, whatever the academic discipline. King (163) also considers ‘sub- 
technical’ vocabulary, focusing on certain nouns which have a text-structuring and 
cohesive function. (See also Tadros (232), (233), (234) on cohesion.) 

The third level of vocabulary is general and non-academic, such as would be central 
to an EGP course. Most ESP practitioners agree that it is the second level which should 
be taught on an ESP course ~ whatever interpretation of the second level is held. 
Phillips (187). (188), however, questions this (especially the concern with cohesion) 
and argues for consideration of the subject-specific vocabulary of a text, since this 
is what develops the unique ‘aboutness’ of the text, that is, its unique message. 

Other views of vocabulary in ESP and of which levels should be taught come from 
work in listening comprehension (Johns and Dudley-Evans (582), Hutchinson and 
Waters (156), Farrington (134)). Here it is suggested that what can cause a problem 
for the non-native user of English is not specialist or even general academic vocabulary 
but the colloquial words, phrases and idioms made use of by certain lecturers. Some 
of this may be idiosyncratic, but some perhaps can be taught (Johns and Dudley-Evans 
(582)). 

Personal idiosyncrasy is perhaps one of the concerns of Irgl, who looks at metaphor 
in commercial texts (Irgl (158)) and at synonymy in business and economics (Irgl 
(159)). He suggests that metaphor is particularly found in ‘semiterminological colloca- 
tions’ (Irgl (158, p. 258)) and that we must be concerned not only with terminology 
but with ‘the non-terminological parts of LSP texts, since there is interdependence 
between them’ (Irg! (159, p. 276)). For business and economics, in particular, it would 
seem that understanding of the lexis (and style) of journalism might be important. 
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Semantic systems 

A number of LSP practitioners have advocated the learning of lexical items according 
lo semantic system. Hiillen (155) introduces the term indexicality, referring to the 
writer or speaker's presuppositions. In Hiillen (154) he examines a number of verbs, 
known to ordinary users of the language but which when used by international airline 
pilots have different indexical features and form a complete system. Gorm Hansen 
(138), working with student translators and interpreters on legal texts in Danish and 
English, suggests that the ‘systems-oriented method’ works better than the ‘text-based 
method". ‘When applying the systems-oriented method the teacher would first give the 
students an outline of the systematics and the basic concepts of a given subject’, thus 
Setting the target terms in their ‘functional reality’ (Gorm Hanser (138, pp. 156—7)), 
each term deriving part of its meaning from its place in the system. As an example, 
Gorm Hansen compares the grounds for and the types of dissolution of marriage in 
England and Denmark. Because the systems are different, there is no exact translation 
for terms in either language. Each term must be considered not in isolation but in 
the context of the system to which it belongs. 

Horey (289) refers to ‘systemic language’: ‘the language that articulates the conceptual 
system of a subject’ (Horey (289, p. 30)), consisting of sets of lexical items. Other 
semantic approaches are described by Rudzka-Ostyn — a ‘cognitive approach’ (Rudzka- 
Ostyn (196), Leow (171) and Wickrama (250)). Leow shows how important it is when 
reading law reports to be able to relate lexical items on a scale of more to less specific, 
and to be able to comprehend hy pony mic relationships. She gives the example of a 
court case in which the appellant had discovered the remains of a snail in a partially 
consumed bottle of ginger beer. Comprehension of the report on the case would involve 
realising that ‘decomposed remains of a snail’, ‘noxious element’, ‘defect’ and ‘act 
of omission’ all referred to the same entity. Wickrama Suggests utilising the techniques 
of componential analysis (also used by Hiillen (154)), which he Suggests would be 
particularly appropriate for trainee lawyers as so much of the process of legal training 
involves the making of distinctions. 


Vocabulary and structural patterns 


As well as the semantic system to which a word belongs, we should also consider 
the structural patterns in which it occurs and the items with which it typically collocates. 
As Carter and McCarthy write, citing the work of Sinclair (218), ‘collocations such 
as “vigorous depressions” and “dull highlights” may seem odd out of context; placed 
in their register-specific habitats of meteorology and photography, they are normal’ 
(Carter and McCarthy (110, p. 36)). Roberts (192) refers to ‘complex terminological 
syntagms’, normally consisting of a key word (usually noun or verb) in collocation 
with an adjective, adverb, noun or verb, ‘which together form a unit which not only 
is common in a given area of specialization but which often also serves to bring out 
the specialized sense of a given word. Thus, for example, the word assers hast*in 
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addition to its financial meaning, the general sense of qualities that serve as an advantage, 
support, resource, or source of strength; however, assets clearly takes on its financial 
meaning when it collocates with liquidate or sell out to form the syntagm liquidate 
assets or sell out assets’ (Roberts (192, p. 155)). Roberts’s work is aimed at the 
production of ‘contextual dictionaries’. An earlier example of these is Spencer (219), 
(220), who looks at verb—object patterns in economics and law. For example, he 
takes the generic concept of ‘make a law’, showing that sake itself is not in fact used, 
but listing which verbs are found and which nouns they take as objects, depending 
on the kind of ‘making’ involved. 

One particular English structure which causes problems of identification and 
comprehension as a single lexical and conceptual unit is the nominal compound. 
Williams (253) reports on the higher incidence of nominal compounds in ‘professional 
reading’ compared with non-specialist texts and suggests ways to cope with the problem 
(Williams (253)). Others who have worked on nominal compounds include Olsen (183) 
and Salager (200). 


Practical suggestions for the teaching of vocabulary 
in ESP 


Swales (224) suggests that most studies of lexis and ESP have been ‘language-centred’, 
not pedagogically oriented. He reviews some ESP teaching materials and makes 
excellent practical suggestions. Other pedagogical approaches are presented by Fox 
(136), Bramki and Williams (108), Laufer (166), (167) and Ostyn ef a/. (184), all 
of whom urge the explicit teaching of vocabulary. The teaching of strategies for coping 
with new vocabulary items is suggested by Alderson and Alvarez (98). More work 
is obviously needed in this area, particularly workbooks for vocabulary activation 
and expansion. 

Various resource books for students and translators exist, for example Spencer (220), 
mentioned above, Houghton and Wallace (151) and Godman and Payne (137). 


How far can we use the research? 


The above sections have offered a review of linguistic research which is available 
for the ESP practitioner to utilise. Many different approaches to the analysis of language 
are evident. It is for the ESP practitioner to decide which approach or approaches 
are most appropriate for the needs of the students and the design of the course. In 
some cases, direct information on language forms might be what is required. More 
often, probably, this information will serve as a resource for the development of the 
syllabus and the methodology. 


How relevant is the research? 


When one is preparing an ESP course, it is worthwhile finding out whether research 
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already exists on the kind of language that the students might need. However, a number 
of cautionary points should be borne in mind. 

First, the fact that research exists on the same topics or subject matter that the students 
are interested in is not sufficient to make that research useful. We need to know the 
source of the material that has been researched: its date and geographical origin. In 
addition, we need to know the level of the material: does it represent specialist to 
specialist communication, or specialist to non-specialist? What was the mode of the 
material? Was it originally spoken or written, prepared or unprepared? All these 
alternatives will have an effect on the language forms selected. 

Second, we need to know the size of the corpus that has been researched. This can 
range from millions of running words of text (for example, Ewer and Latorre (133), 
Ewer (131), (132), Salager (199), Salager et al. (201)) to one text or journal article. 
Larger-scale studies may be able to arrive at reliable generalisations. Smaller-scale 
studies, however, may be able to go into more explanatory detail. 

Third, we should note the range and domain of the corpus. Is the material from 
a broad domain, such as science or social science and, if so, how is it sub-divided? 
Or is a more limited domain being considered, for example journal articles in astro- 
physics (Tarone et al. (235))? In either case, we must consider the size of the claim 
being made: can or should we generalise on the basis of the results? 

Finally, we should consider the nature of the items investigated and how they are 
determined. For example, statistical studies of sentence patterns can be difficult to 
compare because of differing interpretations of non-finite structures: these are variously 
interpreted as subordinate clauses and as phrases. 

Good discussions on the collection and interpretation of data are given by Kennedy 
(162), who shows that there is a'role both for informed intuition and for computer- 
based studies, and by Varantola (245), who compares the advantages and disadvantages 
of both large-scale and small-scale studies. 


What is the coverage of the research? 


Linguistic research in ESP has focused predominantly on formal written language, 
especially from academic sources. Studies of spoken language also often use academic 
material, looking at the features of lectures and seminars (see the section on EAP, 
pages 100—6). Other work has considered informal speech in lectures and laboratories 
(see page 28 above). Spoken interaction in business situations is considered by Lampi 
(650) and Williams (676), and in technical meetings by Lenz (170), all using the 
techniques of conversation analysis. Svendsen and Krebs (94) and Jupp and Hodlin 
(160) analyse the language of the workplace. On the whole, though, as Coleman (113. 
p. 7) notes, ‘relatively little work is available which investigates language use in 
non-professional settings’. 

Specialised text types which have been analysed include telexes, considered by Kitto 
(648), and by Zak and Dudley-Evans (679), who suggest that ‘there is considerable 
evidence that the telex is replacing the letter as the main form of business correspon- 
dence’ and that the common assumption that telexes have the same features as telegrams 
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is not in fact correct. Recent evidence, however, indicates that the spread of the fax 
machine is causing a return to letter writing. Murray (180) looks at ‘computer-mediated 
communication’. suggesting that it shares characteristics with both speech and writing. 
Swales (228), (230) investigates the reprint request, in terms of both its form and 
its role in various academic discourse communities. 

As far as one is able to tell, it seems that the data under investigation are in the 
majority of cases produced by native speakers. The rationale for this would be that 
what native speakers produce in the appropriate situations is truly authentic and thus 
suitable as a model and target. But a feature of ESP is that the language produced 
should be *good enough for the job’, not necessarily native-speaker-like, Additionally, 
many students of ESP require English for non-native-speaker to nonrnative-speaker 
communication. More knowledge is needed, following the lead of Selinker and Douglas 
(208), (209), of the communicative strategies and effectiveness of the non-native 
professional user of English. Some contributions have been made, for example by 
Zumrawi (255), who considered the presentation and simplification of the subject matter 
made by a non-native subject-specialist lecturer. Pettinari (186) compared surgical 
reports produced by native speaking and non-native speaking surgeons. Rounds (194), 
(195) investigated the linguistic usage of foreign teaching assistants in the USA. Salmi- 
Tolonen (204) compared European Community law in English with UK law documents, 
finditig the former to be structurally simpler. Other related work is given in Selinker 
and Douglas (211). This is clearly an area for continued research, however. Since 
ESP is quintessentially language in use, linguistic research in ESP yields data that 
are of importance for the study and understanding of language and its function generally. 
Further, since English has become an international language because of its worldwide 
instrumental role (see Grabe (141); also Swales (226) on English as the international 
language of research), it is ESP situations and the functional communication of 
non-native to non-native that will illuminate the nature of international English. 
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Chapter Four 
Syllabus and Course Design for ESP 


Preliminary considerations 
Definitions 


This chapter focuses on what is involved in designing and setting up an ESP course 
or programme, the procedures that have been suggested and used and the types of 
syllabus. The term syllabus is used in the British sense, referring to a plan of work 
to be taught in a particular course. In many American publications we can find 
curriculum used with approximately the same meaning. (See the discussion on the 
use of the terms syllabus and curriculum in Brumfit (272, p. 9) and White (325, 
pp. 3~6).) Recent publications, however, contain work by North American writers 
using curriculum more in the British sense, involving issues of policy, planning and 
the complete educational environment, for example Johnson (297). Some of these 
aspects of curriculum planning are relevant for the discussion of course design (see 
below). Some of the references cited will be from general ELT curriculum planning 
and syllabus design, since ESP practitioners can learn from these, although recent 
examples, such as Johnson (297), show a mutual exchange of experience between 
ESP and general ELT. 


Comparability of accounts 


Numerous accounts of ESP courses exist, although many remain in unpublished form. 
Even those which are published reveal a great variety of approaches to course planning 
and design and the accounts themselves are written up in a variety of ways, It is therefore 
difficult to make comparisons. Bowers (268) complains of this and offers a matrix 
within which to locate different courses. The model essentially refers to classroom 
methodology, however, Swales (322) identifies a British—North American difference 
in accounts of course design, and urges attention to the decision-making processes. 
Thus writers should explain not just what they did, but why. ™ 
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The input to course design: a dynamic interaction 


ESP course design is the product of a dynamic interaction between a number of 
elements: the results of the needs analysis, the course designers’ approach to syllabus 
and methodology, and existing materials (if any). All of these are mediated by the 
contextual constraints (see pages 41—2 below). 

Any well-established ESP centre or other ELT institution has its own ideology relating 
to course design, to syllabus type, to the description of language and to the nature 
of language learning. In addition, the institution is likely to have a stock of its own 
materials, and knowledge and experience of commercially available materials. Even 
with an entirely new ESP project, the newly engaged staff members will have predeter- 
mined attitudes to course and syllabus design, and alongside the development of their 
first ESP course they will need to work on the development of a general institutional 
approach to course design, syllabus, methods and materials. 

Thus the key question for any new ESP course is how far can and will the course 
designers modify their existing approaches. How far will the ESP course represent 
an innovation? This involves consideration of how far the existing approaches and 
materials match the results of the needs analysis. What modifications should be made? 
How far should and can the ESP course be revolutionary, requiring a radical rethink 
of approaches and the production of completely new materials? 

Much of the excitement of ESP has come from just such radical rethinking and 
the resultant courses have advanced not only ESP but ELT as well. Clear examples, 
which led to the production of influential textbooks and articles, are the work of Ewer 
and Latorre in the 1960s (Ewer and Latorre (133), (281), Ewer and Hughes-Davies 
(280)); the courses in Tabriz, Iran, in the early 1970s, which led to the development 
of the Nucleus books (Bates and Dudley-Evans (263), Bates (262)); and courses in 
Lancaster leading to the development of /nterface (Hutchinson (292), Hutchinson and 
Waters (156), (293), (294), (295), (296), Waters (378)). 

Not every ESP course needs to be revolutionary, however. A common fear in the 
literature is that course designers are reinventing the wheel — through ignorance of 
ESP courses elsewhere in the world. We can also reinvent the wheel, though, by not 
using what we already have in our own institutions. What is needed is a judicious 
consideration of what can be recycled and a principled decision regarding the production 
of what is new. 


The ESP syllabus 


A syllabus, as suggested above, is a plan of work and is thus essentially for the teacher, 
as a guideline and context for class content. There may be value in showing the syllabus 
to students, so that they too can have a ‘route map’ of the course. The effect may 
be similar to that of using a published textbook for the course (rather than a series 
of handouts): the students can see that there is a plan and how the individual lessons 
fit together. Classroom research shows, however, that students frequently have a 
different personal plan for the lesson from the teacher, and at the end of a lesson 
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FIGURE 3 Bases for language syllabus design (Sources: White (325); ovals, Breen (270); 
rectangles, Allen (256)). 


have a different notion about what has been taught (see the discussion in Nunan (312)). 
Process syllabuses (see below) try to overcome this discrepancy between student plan 
and teacher’s plan, but for the other syHabus types the likelihood of such a discrepancy 
should be borne in mind. 

Figure 3 combines three accounts of approaches to the ELT syllabus (Allen (256), 
Breen (270) and White (325)), which are useful as a starting point for discussion of 
the syllabus for ESP. Important qucstions are the following. How far are such syllabuses 
appropriate for ESP? How far do they offer a suitable conceptual structure within 
which to realise the objectives of the course? A key issue for ESP is the relationship 
in any syllabus of language, pedagogy and content (that is, the students’ specialist 
subject area). Which of the three elements is paramount? How far do they combine? 
Let us explore these models in some detail and try to see how far they can be applied 
to ESP. 


Content-based syllabuses: language form, language notion, 
language function 


A basic distinction is between product syllabuses and process syllabuses. White uses 
the term content for product and suggests that there are several kinds of content syllabus. 
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The first is that of language form, consisting of an ordered set of language items, 
typically graded by supposed difficulty of learning. This syllabus has had the longest 
history in ELT and has also been very important in ESP. Important textbooks such 
as Herbert's (286) The Structure of Technical English, Ewer and Latorre’s (281) A 
Course in Basic Scientific English and others are basically organised around such a 
language syllabus. For many ESP course designers, it is evident that this syllabus 
type is still a powerful if, to them, unacceptable model. Koh (301, p. 102), reacting 
against ‘conventional ESP courses (which) do not meet the needs of ... students’, 
is referring to language-based syllabuses. 

The major innovation in ELT in the 1970s was the development of the notional— 
functional syllabus (Wilkins (327)), in which the basic units are notions or concepts 
(for example, time, space) or functions (for example, greeting, asking, seeking 
clarification). This syllabus type was greatly developed within ESP, notably by the 
Nucicus series (Bates and Dudley-Evans (263)), based on concepts and. in EAP courses, 
for example Jordan (750}, based on functions. 

As with the language-form syllabus, the notional -- functional syllabus can still appear 
to be a ‘norm’ for ESP. It continues to be found in EAP. Illuminating discussion of 
the syllabus and the methodology associated with it can be found in Allen (256). He 
identifies three basic syllabus types: A, B and C. A is structural-analytic, that ts, 
language-form; B is functional-analytic, that is, notional—functional; and C is non- 
analytic, that is, process. Allen advocates focusing on type B and describes course 
and materials development based on this, and based on the English in Focus series 
(Allen and Widdowson (258)) but intended for ESL students in Canada. This demon- 
strates the general educational usefulness of an approach and materials developed within 
ESP, but also suggests fruitful borrowing in the other direction. 


Content-based syliabuses: situation, topic 


Situationally organised syllabuses can be found in English for business purposes, in 
some English for technology courses and in the ‘English for social orientation’ 
components of EAP courses. Bell (264) asks: ‘Is there any possible way ... of 
sequencing situations?’ For some ESP situations, there may be an order. For example, 
in a business setting, the situations may be presented in the chronological order of 
a typical day’s or week’s work. In an EAP course, the situations may follow the 
sequence of a student's arrival in Britain or the USA: registering for a course, meeting 
other students, visiting the doctor, getting a flat etc., although it must be admitted 
that several sequences are possible here. 

More important for ESP, however, is the topic-based syllabus, which deploys the 
content of the students’ work or specialist study. One objective of the ESP course 
may in fact be to teach this specialist content. This is evident from some published 
ESP courses, for example Radice (667) and Mullen and Brown (310). 

In the USA and Canada, combined language and specialist content teaching has 
been considerably developed under the umbrella title of ‘Language Across the 
Curriculum’ (LAC), and indeed many interesting developments which elsewhere would 
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be termed ESP have occurred within LAC. A good discussion of this and useful 
references are given in Graham and Beardsley (284), as part of an account of a course 
in ‘content, language and communication’ for in-sessional pharmacy students. Other 
accounts are given by Allen (256), Mackay (307) and in Tickoo (34). Bhatia (265) 
discusses the issues involved. Comprehensive surveys are given in Brinton ef al. (271) 
and in Mohan (309). (See also the discussion on pages 90—1.) 

For many ESP courses, though, the specialist content is utilised as an organising 
device (or carrier-content —- see Scott and Scott (321)) for the syllabus, in order to 
motivate the students and as a basis for the ‘real syllabus’ of language forms, functions 
or whatever the course designers wish to focus on. 


Skill-based syllabuses 


Figure 3 suggests that skill-based syllabuses are something of u half-way house between 
content or product syllabuses on the one side and method or process syllabuses on 
the other. By ‘language skills’, White (325, pp. 68—9) refers to the development, 
initially within ESP, of syllabuses focusing exclusively or principally on one of the 
four traditional language skills. Examples would be a course in writing business letters, 
or in Oral skills for business people, or in academic reading. The actual content of 
the course, however, might be language forms or functions, as in content-based 
syllabuses. 

More interesting developments have come not from considering just a four-way 
division of listening, reading, speaking and writing, but from looking at the constituents 
of these four skills. Various terms are used, such as sub-skills and micro-skills, not 
always in comparable ways by different writers (see the discussion in Fanning (282) 
and Bloor (266, pp. 18—19)). Some micro-skills, for example deducing gist, can belong 
to more than one language skill, in this case to both listening and reading, so that 
courses in ‘learning skill’ development may cover more than one of the language skills. 

A useful framework for identifying micro-skills is Munby’s taxonomy of language 
skills (Munby (82, pp. 123—31)). What is soon evident upon consideration of items 
in the taxonomy is that we are involved with more than language items. This point 
is illuminatingly developed by Bloor (266) ina comparison of ESP course design and 
courses in communication skills for native speakers of English, She tabulates the skills 
which are acquired naturally ina first language (‘primary language skills’) and those 
which are taught in the education system (Bloor (266, p. 21)). She suggests that ‘much 
of the traditional language education of native Speakers concerns the extension of such 
skills [primary language skills] to different fields and more mature contexts’ (Bloor 
(266, p. 19)). Many of these skills which are taught to native speakers are included 
in Munby’s taxonomy — hence Crombie's contention (279) that ‘many EAP and higher- 
level GPE [General Purpose English] courses have a great deal in common with 
programmes which occupy the later stages of the English studies curriculum in 
secondary schools in the UK and USA’. 

What seems to be involved is the development of cognitive as well as language skills. 
An important issue for ESP is the extent to which the development of cognitive skills 
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should be an explicit part of the syllabus. Also important, and in need of further research, 
is the extent to which transfer of skill can be made from the first language to the second 
(see Green and Lapkin (285, pp. 136—9)). 
Another set of skills which may form the focus for an ESP course are termed 
‘professional skills’ or ‘communication skills’. Linguistic accuracy is not ignored, 
but it is not the sole component. An example of a ‘macro-skill’ here might be ‘making 
an oral presentation’, the ‘micro-skills’ including control of gestures and body language, 
effective use of visual aids, as well as appropriate phraseology and terminology and 
clear pronunciation. Good accounts of professional! communication skills courses are 
given by Huckin and Olsen (290) and Koh and Cheung (302). Both sets of writers 
react against a narrow focus on students’ subject-specific concerns, opting instead 
for discipline or profession specificity. Huckin and Olsen, in fact, refer to ‘generalised 
ESP’. 


Method-based syllabuses: processes 


Let us now consider method or process approaches to syllabus design, suggested by 
Breen as the major new paradigm. We can distinguish two sub-categories, one being 
variously referred to as method, process or learning process and the other as task 
or procedure. The first refers to the process or method of learning (in this case language 
learning) and is discussed in detail in Breen (269). The key feature of this approach 
is that what happens in the classroom is a matter for negotiation between the students 
and the teacher. There is thus a political aspect to the approach, namely a redefinition 
of the authority relations in the classroom. What students may opt to do might resemble 
any One (or a mixture) of the other syllabus types — for example, students may wish 
to follow a traditional language-form syllabus, the reason for its selection being that 
this is how students feel they would learn best. Parkinson and O'Sullivan (314) give 
an account of a negotiated syllabus in EPE (English for professional employment) 
for a course for immigrant professionals seeking employment in Australia. The focus 
of the programme was on sharing responsibility, problem-posing rather than problem- 
solving, and activating the work and life experience of the participants. (See also 
Auerbach and Burgess (260), Auerbach and Wallerstein (261), Clark and Silberstein 
(273), Tollefson (324) and Willing (328).) 

The processes so far referred to are those for learning language. For ESP we can 
utilise a possibly different set of learning processes, namely those used in the students’ 
specialist disciplines. Exploration of the methodologies of specialist disciplines is 
cogently argued for in Widdowson (326), (40, pp. 102—5). He examines the differing 
cognitive styles of the serialist and the holist, the convergent thinker and the divergent 
thinker, and considers the possibility that these styles match different subject specialisms. 

Crocker (278, pp. 141—2) takes this a stage further and lists ‘some of the major 
variables which seem to underlie the methodology of the disciplines in which { have 
had experience of running LSP programmes’. He contrasts the situation of ‘technical 
students learning about safety procedures {who} cannot, in any real sense question 
the validity of information they are given concerning performance standards and safety 
regulations. Their task is to learn and apply. On the other hand, students learning 
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seminar skills are required to adopt a critical stance towards the information provided. 
__. In the first instance, therefore, the relationship between information and user is 
non-negotiable, whilst in the second it is totally negotiable. This feature of negotiability 
can be treated independently of subject matter’ (Crocker (278, p. 141)). 

All this may seem to be a matter of methodology rather than syllabus. A key feature, 
in fact, of method-based syllabuses is that the distinction between syllabus and 
methodology to some extent disappears. None the less, the syllabus as such should 
suggest some sequencing of instances of methodological practice. The syllabus 
specification for the seminar skills course, for example, should have as one of the 
course objectives the development of a critical attitude, and should list a series of 
activities designed to promote such an attitude. 

Other examples of discipline-specific methodologies are not common. Crocker (277) 
discusses a course in English for academic legal purposes, in which such legal processes 
as disambiguation and the application of abstract rules to specific examples of use 
were practised, utilising data from language, not from law. Interface by Hutchinson 
and Waters (295), (296) ‘followed the methodology of the subject teaching’ observed 
in local technical colleges, where ‘a particular topic was presented, discussed and 
analysed; the knowledge thus built up was then used to solve a problem’ (Hutchinson 
and Waters (296, p. 2)). McConnell (305) describes a course for technicians, utilising 
instructional principles derived from the technicians’ work. 

Flowerdew (283) examines Widdowson’s suggestions (326), (40), in conjunction 
with considerations of cultural differences and studies of how good language learners 
operate. One problem which he identifies is that the dominant cognitive style for 
scientific disciplines may be in conflict with the style and strategies identified as 
belonging to good language learners. Flowerdew suggests that more research Is needed 
and proposes that course designers conduct a ‘task analysis of the intellectual abilities 
employed in the activities uf the academic discipline for which the course is designed’ 
(Flowerdew (283, p. 127)). The course designers would then ‘relate this analysis to 
what is known about the intellectual abilities of the “good language learner” ... . 
Once the two sets of intellectual abilities have been established and related one to 
the other, then they should be able to contribute to the design of courses which, it 
is to be hoped, will be more appropriate to the needs of our learners’ (Flowerdew 
(283, p. 128)). 

Flowerdew thus suggests an analysis of tasks as part of the input to a process syllabus. 
For other ESP ptactitioners, however, tasks can be directly utilised as the syllabus. 


Method-based syllabuses: tasks 


The procedural or task syllabus, consisting of a set of tasks or activities ordered 
according to cognitive difficulty, is associated in general ELT with Prabhu (318). 
Class time is devoted to performance of the tasks and attention is only consciously 
directed to language if this is necessary for completion of the task. A major concern 
throughout is that students understand the task and what they are doing, and do not 
act in a mechanical way. 

Such an approach is clearly significant for ESP, since the basic need of ESP students 
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is that. using the medium of English, they should successfully perform a work or 
study task. The most detailed development of a task-based approach for ESP took 
place within the King Abdulaziz University (KAU) project in Saudi Arabia. This is 
described in various articles by Horey (289), McAlpin and Wilson (304) and Harper 
(11). The theoretical underpinning is given in Phillips (315), (316). 

The starting point for the syllabus, as described by Wilson (329, pp. 10—11), is 
a set of objectives which ‘define the terminal behaviour required of the student’. A 
set of intermediate or enabling objectives is then set up to help the students attain 
the terminal behaviour. These enabling objectives are called tasks. The tasks reflect 
the structure of the terminal objectives, the difference between them being their level 
of complexity. Phillips (315, p. 98) gives an example of how teacher input and topic 
variables can be controlled in the preparation of a five-minute talk, used as an enabling 
objective to help students eventually to cope with a fifty-minute lecture. 

An important feature of the approach is that ‘each task has a conceptual, a linguistic 
and a physical aspect’ (Wilson (329, p. 11)). This means that each task has an identified 
and relevant specific-subject content, is at an identified, appropriate and manageable 
linguistic level; and has an identified and appropriate performance requirement (for 
example, if students have to write in class, then this is because writing is required 
by the task and not just as a language practice activity). 

Other accounts of task-based approaches are inevitably less detailed in their coverage 
than the KAU project. Xavier er al. (330), however, present an illuminating account 
of an innovation in ELT (EAP) in India, leading to the development of a task-based 
syllabus. Previously they had utilised a discrete skills approach (see the discussion 
on this above, pages 37—8), but found it unworkable. The innovation came about 
not through a study of theory but as a result of the teachers’ experience in the classroom 
and with materials. Xavier ef al. note that ‘construction of ... tasks has led to an 
alternative concept of materials. Materials are no longer viewed as merely texts to 
which students are exposed but as activities the learners must engage themselves in’ 
(Xavier er al. (330, p. 18)). A good, short account of a task-based syllabus for EVP 
(commercial English) is given by Arnold (259). Further discussion of tasks is given 
in Chapter Five, pages 47-57. (See also Swales (231, pp. 73—82).) 


Which syllabus to choose? 


In the above account of syllabus types, I have discussed the main trends in ELT syllabus 
design and attempted to show how these relate to syllabus design in ESP. There are 
certainly other ways of encapsulating the features of ESP syllabuses. Indeed, in an 
earlier article (Robinson (28)), I interpreted skill- and process-based approaches in 
a slightly different way. Process approaches, in particular, are still under development 
and are the likely location for future research. 

Figure 3 seems to represent a historical progression from left to right. This does 
not mean that we should jettison past approaches. Rather, we should treat all approaches 
as being simultaneously available and try to find what is most suitable for a particular 
situation. One reason for the continuing life of the language form and function syllabuses 
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is that they are familiar to teachers. [na situation where teachers luck confidence and 
need a lot of support, such well-tried (although not necessarily evaluated — see page 
65 below) approaches may be the best to adopt. 

Swan (323) asserts: ‘The real issue ts not which syllabus to put first. It is how to 
integrate eight or so syllabuses (functional, notional, situational, topic, phonological, 
lexical, structural, skills) into a sensible teaching programme.’ Swan is referring to 
general ELT, but as with much of this discussion of the syllabus his point is relevant 
for ESP. A glance at many published ESP courses (textbooks) will show that this 
is the case. Hutchinson and Waters (296), in their account of the development of 
Interface, are concerned to show that there is a language syllabus and that it matches 
that of other established courses. 

However many parallel syllabuses there are for a course, one ts likely to be primary, 
the organising principle for the course, with the other syllabuses subordinate to it. 
Allen (256), however, referring to both syllabus and methodology, advocates a variable 
focus within a course. Thus, for certain lessons the focus may be type A (structural- 
analytic), and at other times type B (functional-analytic) or type C (non-analytic). 
McDonough (765), in her discussion of the lack of a research base for EAP, considers 
syllabus implications, urging consideration of the process type, and argues in effect 
for a range of approaches within a course (McDonough (765, p. 22)). 

As suggested above, the decision as to which syllabus type or types to employ will 
result from a judicious consideration of the students’ needs and the objectives of the 
course, together with the institutional bias of the teaching institution. The latter forms 
part of the context of the ESP course and should be considered next. 


Course design 


Course design involves putting the theoretical decisions about objectives and syllabus 
into a context. There are various ways of viewing this context. 


Constraints 


In the epilogue of his Communicative Syllabus Design, Munby (82, pp. 217—18) writes 
that ‘this book has not dealt with those variables which are concerned with that 
dimension of course design which is subsequent to syllabus specification’. These 
variables, which Munby describes as ‘constraints upon the implementation of the 
syllabus specification’, include such things as government attitude, the status of English, 
logistical and administrative matters, the students’ motivation and expectations, and 
methodological issues. Munby's views on the relative timing of the needs analysis 
and the consideration of constraints was immediately and vigorously attacked, leading 
him to make some modification (Munby (83, p. 64)): ‘Some constraints .. .~t.g. 
political factors affecting the target language and homogeneity of the learner group, 
should be applied at the needs analysis stage.’ The other constraints are still considered 
to be subsequent to syllabus specification, though. 
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In practice, | would suggest, consideration of constraints occurs in conjunction with 
the needs analysis. Some of these constraints, notably those concemed with the students’ 
attitudes and expectations, are an essential part of the needs analysis, especially one 
operating within a learner-centred framework. In such a case, rather than using the 
term constraints, it is probably more appropriate to use fundamental variables 
(MtDonough (22, p. 15)). 


ESP and language planning 


An interesting recent development, but one which pertains to part of Munby’s first 
category of constraints (‘socio-political’), is both to apply the terminology and 
approaches of language planning (LP) to ESP and to treat ESP as an instance of LP 
(Kennedy (299), Markee (308)). Let us take the second point first. Kennedy (299, 
p. 73) suggests that the most frequent definition of LP is that ‘it is the planning of 
deliberate changes in the form or the use of a language, typically at government level’. 
Clearly the development, by means of an ESP course, of a workforce with a command 
of a foreign language contributes to the national economy and such development needs 
to be part of government policy. As Kennedy notes, the implications of such policy 
may not always be fully worked out and the needs of those actually implementing 
the policy (course designers and teachers) may not be appreciated by the policy makers. 
This can in some cases explain the failure of otherwise well-designed language courses. 

In other cases, as Markee (308, pp. 138—41) shows, ESP course designers may 
be able to make fundamental policy decisions, as for example of the choice of medium 
and form of language for instruction. He describes ESP work in Sudan, where the 
local language (Arabic) was given a role to play, despite its official proscription for 
class use. In other situations the issue may concern the dialect of English to use, the 
choice being not just between American or British English but involving other varieties 
such as Indian English, West African English etc. (see Kachru (298)). Such decisions 
as these, formerly seen as just some of the many to be taken by ESP course designers, 
can now be identified as important preliminary policy decisions, affecting both the 
wider community, of which the ESP course is a part, and all the subsequent practical 
decisions. 


Management issues 


Some of the features of the PSA (see page 9 above) are more appropriately considered 
here, These include the timing and location of the proposed course, the teachers and 
facilities available, and the time available for panning. The nature of these will affect 
course content. Discussion of the issues involved can be found in Robinson (319) 
and Swales (322, pp. 86—90). 

A number of practitioners have written of problems related to the timing of courses 
(Johns (581), Skeldon and Swales (606)). In some cases, the course designers may 
have a choice in the matter and an early decision must be made as to whether the 
course should be full- or part-time, intensive or extensive. Pilbeam (317) weighs up 
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the pros and cons of intensive and extensive courses in the business English context 
and discusses features of intensive courses. 

In other cases, the timing and indeed the timetable of the course may not be negotiable. 
This may dictate the nature of some of the teaching activities; for example, if class 
sessions are infrequent (once a week), each session may need to be treated as self- 
contained, with no carry-over expected from one week to the next. Classes at awkward 
times, for example lunchtime, with some students arriving late, others leaving early, 
may need to be organised as group activities, with flexible starting times for each task. 

An important consideration is the location of the course. Swales (322, p. 86) refers 
to ‘uncertainties about the “home base” of Service English, its status and role and 
those of its staff’. Certainly where an ESP project is involved, which is likely to deal 
with large numbers of students over a number of years, it is important to decide as 
early as possible where the project should be located and with which other institutions 
(if any) it should be both physically and administratively associated. This decision 
will not be left just to the course designers, however. 

On a more mundane level, the nature of the classrooms and their distance from 
the students’ other places of work may influence decisions related to the syllabus and, 
even more, methodology. Interesting work is now being carried out around the world 
on coping with very large classes (which are frequently taught in lecture theatres with 
fixed seating) (see Coleman (275), Nolasco and Arthur (311)), but some of the more 
exciting and innovative communicative activities may be unusable because of the 
constraints of student numbers and location. 

A vital consideration in course design is, of course, the number and capabilities 
of the teachers involved. The allocation of students to classes may depend first of 
all on the number of teachers available, and only secondly on the grouping of students 
by test scores or subject specialisms. The choice of methodology and materials is likely 
to be strongly influenced by what the teachers are able to do — or by how far the 
budget and timing allow for teacher training. If teacher time is limited, self-access 
work may need to be built into the course (although this then requires considerable 
designer/administrator input at the start of the course in order to set up self-access 
facilities). Wilson (329, p. 8) describes how the ideal syllabus approach (in effect, 
language across the curriculum) could not be implemented for what she terms admini- 
strative reasons: ‘Few subject teachers at university level are trained to deal with the 
communication difficulties presented to students by English medium studies.’ Hence 
‘a weaker statement of position’ on the course approach had to be accepted and English 
courses offered as ‘separate activities from the subject courses they are designed to 
make accessible to the students’. 

A final specific issue is that of facilities, for example sufficient and good typists 
and functioning photocopying machines (and sufficient paper). Crocker (278, p. 136), 
noting that ‘it is my experience that most attempts to improve the standard of language 
programmes require a mix of professional and administrative change’ continues ‘and 
to find out at an early stage that, for example, it is not possible to waive institutional 
regulations in order to offer a “market price” for a bilingual typist, can save much 
frustration and wasted staff time by avoiding a design which relies heavily upon locally 
produced materials’. 
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The overriding general managerial issue involves the amount of time that course 
designers have to do their planning (including their needs analysis). Too often, it seems, 
especially in the private sector, course designers have insufficient time. If there is 
plenty of time, then detailed course plans can be drawn up, with only minor modifica- 
tions expected later. If there is very little time, then an ad hoc plan will be produced, 
to be worked through on a trial and error basis (see Crocker (278, pp. 147, 149—50)). 
Heyneman er a/. (287) write that “we now often begin classes with rather general 
objectives and then tailor our teaching to student needs as we become familiar with 
the students themselves’. 

Fven if there is time to make a detailed plan, however, contingency arrangements 
must be made, for the students may not turn out as expected. This is well described 
by Drobnic (64) and Saunders (320). 


Procedures 


Various procedural frameworks for course design exist. Litwack (303) gives a very 
structured account and calculates the amount of staff time needed to produce materials. 
Hawkey (67) specifies syllabus content following the Munby model. Mackay gives 
several accounts, in Mackay (306) focusing more narrowly on course content, and 
in Mackay and Bosquet (78) giving the administrative ‘ramework, as does Clyne (274). 
Crocker (278) gives the theory and rationale for decisions made in course design. 

How far can we generalise from one cour‘e or situation to another? Board (267) 
describes an ESP project for the fisheries industry in Ecuador, one of the requirements 
of which was that the materials produced should be adaptable to other countries and 
other occupations. Baumgardner er af. (388) give the financial and managerial reasons 
for the different decisions regarding materials for two courses for engineers in Sri 
Lanka: for one course published materials were used; for the other in-house materials 
were specially written. However, O'Keeffe (313, p. 151) found that ‘though different 
occupations need specific syllabuses, these syllabuses are rarely, if ever, unique. The 
technical words will differ from subject to subject but the language skills and functions, 
and the events and activities for which these language skills and functions are used, 
are usually common to a large group of occupations. Specificity does not necessitate 
uniqueness.” 


Concluding remarks 


There is a wide range of choices for course designers, although they may be constrained 
by past practices, institutional exigencies and personal predilections (see Courtney 
(276)). There is certainly no single model for an ESP course. An ESP course frequently 
requires a major input of time and resources — both financial and physical — on the 
parts of students, teaching staff and administrators. In addition, there may be an effect 
on the wider community. Thus the course needs to be recognised as an innovation, 
requiring appropriate managerial as well as pedagogical expertise. 
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The syllabus design stage is only part of the total Process of course design. Too 
often around the world, excellent syllabuses have been devised and written up, but 
then have lain in offices and libraries gathering dust. Syllabus design must lead to 
(or, in some cases, be preceded by) developments in materials design and methodology. 
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Chapter Five 
Methodology for ESP 


introduction 


By methodology | refer to what goes on in the classroom, to what the Students have 
to do. This has implications for what the teacher has to do, of course, which is 
discussed in Chapter Eight. The materials which are used (including visual and 
mechanical aids as well as books) are discussed in Chapter Six. 


nature of language practice, In addition, we might consider the relationship between 
acquisition and learning and between old and new knowledge and abilities. A further 
important issue, that of authenticity, is discussed in Chapter Six, pages 54—6, 
Widdowson (40, Pp. 100) accuses ESP practitioners of leaving ‘considerations of 
appropriate methodology entirely out of account’. The accusation is echoed by 


for rigorous TSA-type (target situation analysis type) needs analysis, popular in the 


discussion below, 
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If we consider what methodological options are available in ESP, then an inevit- 
able conclusion seems to be that there is very little difference from general ELT. 
Developments within the communicative approach, in particular, have been realised 
by both EGP and ESP and it is impossible to say who has borrowed from or 
influenced whom, or whether there have simply been separate but similar develop- 
ments. A good review of ‘Communicative language teaching in ESP contexts’ is 
given by Swales (375). ESP practitioners can certainly learn a great deal from 
general ELT materials and methodological suggestions. The resultant difference 
might be that ESP can base activities on students’ specialisms (but need not do so) 
and that activities can have a truly authentic purpose related to students’ target needs. 
A recent highly critical account of “Communicative theory and its influence on 
materials production’ by Clarke (401) suggests that communicative theorists have 
failed to realise their claims. (Though Clarke's account is focused on materials, it 
is relevant to a discussion of methodology.) All the theories discussed by Clarke (for 
example, theories relating to the importance of reality and purposiveness) apply to 
ESP just as much to EGP and, as Clarke acknowledges, may in fact have been 
successfully realised in ESP. 

In what follows, [ shall discuss tasks, used here as an overall term and including 
role plays and simulations, case studies, projects and oral presentations. These can 
combine to form a task syllabus, but can also be found within a process syllabus, 
the focus during the task performance then being on the processes activated — 
whether general language learning processes or subject-specific processes. 


Tasks 
Overview: tasks in EGP 


The best overview of tasks can be found in Candlin and Murphy (335). Candlin (334) 
offers the following ‘working definition of language-learning task’: 


One of a set of differentiated, sequencable, problem-posing activities involving learners 
and teachers in some joint selection from a range of varied cognitive and communicative 
procedures applied to existing and new knowledge in the collective exploration and 
pursuance of foreseen or emergent goals within a social milieu. (Candlin (334, p. 10)) 


Candlin acknowledges that elements in the above will be focused on to varying 
degrees in different situations. Later (334, pp. 14—16), he gives a typology of 
language-learning tasks. Coleman (339, p. 131) also gives a classification of tasks, 
depending on the source of the data used for the task, the mode of interaction and 
the degree of interaction predictability. Littlejohn and Hicks (356, pp. 70—2) list the 
following criteria for task design: 


extended discourse ~—- learners should be involved in processing language beyond 
the sentence level; 

an information gap; 

uncertainty — learners should be able to choose what they want to say; 
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goal-orientation — there should be a purpose for communication; 
real-time processing — the tasks should require learners to deal with language 
spontaneously. 


In addition, Littlejohn and Hicks suggest that tasks ‘should be motivating and . 
absorbing and exploit the learners’ prior experience’ (Littlejohn and Hicks (356, 
p. 72)). 

All of the above seems directly relevant to ESP. 


Tasks in ESP 


A detailed introduction to both theoretical and practical aspects of designing tasks 
is given in Nunan (364). Within ESP, the task-based approach was most developed 
in the King Abdulaziz University (KAU) project in Saudi Arabia (see the discussion 
on pages 39—40). A theoretical basis for the methodology is given in Phillips (315) 
(see also the carlier paper by Phillips and Shettlesworth (366) where they discuss the 
authenticity of classroom language). Phillips (315, p. 97) suggests that there are four 
key methodological principles: 


reality control, which relates to ‘the manner in which tasks are rendered accessible 
to the student’; 

non-triviality, that is, the tasks must be meaningfully generated by the students’ 
special purpose; 

authenticity, that is, the language must be naturally generated by the students’ 
special purpose; 

tolerance of error -- errors which do not impede successful communication must 
be tolerated. 


A good example of this task-based approach in action is found in accounts of the 
science activities course for first-year students in the Faculty of Medicine and Allied 
Sciences at KAU (Nolasco (362), Everett (346)). The behavioural objectives com- 
prised linguistic and elementary science skills, for example ‘to comprehend a set of 
instructions given orally or in writing’, ‘to carry out a series of operations working 
individually or in small groups, manipulating scientific equipment as required’, ‘to 
elicit information and seek clarification about instructions’ and ‘to write a report on 
the activity or experiment in the conventional form’. Further “behavioural perspec- 
tives’ emerged during the course, for example the appropriate way to handle 
scientific equipment, the need for scrupulous accuracy in recording results etc. 
(Everett (346, pp. 30—1)). 

The activities included measuring heart beat rate, testing visual acuity and deter- 
mining the constituents of some foods, and were sequenced according to degree of 
complexity. Although the target objective was the production of a written report, all 
the language skills were developed by the course, the students engaging in spon- 
taneous. comprehensible (although not error-free) oral interaction during the 
experiments. All the tasks appeared to involve pair or group work, though individual 
work was possible. 
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Role play and simulations 


Role play and simulations are often treated together and the terms have been ‘inter- 
preted in many different ways by teachers and textbook writers’ (Sturtridge (374, 
p. 126)). Essentially, role play involves the learner taking on a different role and 
even identity from his or her usual one. A simulation is frequently longer than a role 
play and can allow the student to maintain his or her normal persona. Good accounts 
of simulations, from a mainly EGP perspective, are given in Sturtridge (374) and 
Jones (355). Sturtridge (373) deals with simulations in ESP. Sturtridge writes that 
‘in a simulation the learner is given a task to perform or a problem to solve; the 
background information and the environment of the problem is simulated. ... As 
a learning technique simulations were originally used in business and military 
training and the outcome of a simulation was of paramount importance’ (Sturtridge 
(374, p. 128)). Sturtridge suggests that in language learning the outcome or end- 
product is less important than the language (the means) used to achieve it. 1 would 
suggest that in ESP the end is as important as the means, and may appear to be more 
so to the students. 

A number of writers, both in EGP and ESP, suggest using non-ELT simulations. 
Jones discusses, among other simulations, North Sea Challenge (363), originally 
produced for native English-speaking sixth-form students, but taken up by EGP and 
later ESP students (Jones (355, pp. 28-9, 69—75)). Crookall (340) suggests that 
non-ELT simulations are more likely to be realistic and credible and to lead to more 
natural communication than ELT simulations, since the latter are too closely related 
to specific language points. He contends that ‘when using simulations in ELT, we 
should not be concerned with language at all, but with the socially constructed situa- 
tion and its meanings’ (Crookall (340, p. 264)). He suggests that non-ELT 
simulations are particularly suitable for ESP and, further, may bring ESP and 
content-based language instruction (LAC, see pages 36—7) closer together. (See also 
Crookall (341) on the use of international relations simulations and on computers in 
simulations.) An example of an ESP simulation (for biochemists) which might seem 
too closely tied to specific language forms (namely those used in simple laboratory 
experiments) is described by Long (357, pp. 220-3), but Long shows how 
situational variation can be built into the simulation to help students develop 
communicative competence. 

Other specially developed ESP simulations are described by McGinley (358) and 
Dubin (344). McGinley writes from the viewpoint of EAP, where, he suggests, 
simulations have not been common because of time constraints and because of 
excessively target-oriented necds analyses which disregarded students’ personal need 
for speaking activities. Dubin describes how a simulation designed for a ‘Business 
Argumentation’ class was also used as a teacher-training device for the future 
teachers of that class. Hutchinson and Sawyer-Laucanno (354) suggest reasons for 
the comparative lack of simulations in EST, providing two examples of &ST 
simulations. 

As McGinley’s work implies, and as Hutchinson and Sawyer-Lauganno suggest, 
simulations are generally thought of as involving primarily listening and speaking. 
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Littlejohn and Hicks (356), however, describe a writing simulation designed for 
lower-intermediate students of business English, involving the sending of various 
letters and telexes from and to a construction company by rival suppliers of 
equipment. 


Case studies 


The use of case studies 1s a well-established method for inducting future profes- 
sionals into the job demands of business, medicine, the law and engineering. It would 
seem to be an ideal method for ESP. It involves studying the facts of a real-life case, 
discussing the issues involved and reaching some kind of decision and/or action plan. 
All the language skills are potentially involved: reading input documents, listening 
and speaking (discussing) and possibly writing some sort of summary or report. 
Importantly for ESP, especially where mature and professionally well-qualified 
students are concerned, case studies draw upon students’ professional know-how, 
utilising the ‘cognitive and behavioral styles’ (Piotrowski (367, p. 229)) of their 
work rather than of the traditional language classroom. For students who are not yet 
fully qualified in their profession, the use of case studies helps to induct them into 
some aspects of the professional culture (see Charles (337, pp. 28-31)). 

The case-conference, a recognised medical procedure, was used with qualified 
doctors by Allwright and Allwright (331). They discuss the selection of suitable 
cases to use and suggest that ‘topic selection should be determined by a process of 
continuing negotiation between teacher and learners, as the course progresses’ 
(Allwright and Allwright (331, p. 59)). 

Piotrowski (367), Charles (337) and Sawyer (369) all describe work with business 
case studies, giving accounts of how such studies are normally used in the 
business world. Like Allwright and Allwright, they also discuss their own role as 
teachers in the case study situation (see below, page 81). 

So far all the tasks or activity types have been of relatively short duration, typically 
one class period, albeit maybe a period of two hours (Piotrowski (367)) or ninety 
minutes (Allwright and Allwright (331)). A much more extended activity is that of 
the project. 


Project work 


A project typically lasts several days or even,weeks and involves students in some 
out-of-class activities. It has a clear target or end-product, most often a written 
report. For Herbolich (351), however, the students not only had to write a technical 
manual but also had to construct a box kite! A good introduction to project work, 
with many examples, is provided by Fried-Booth (349). Although intended for the 
EGP class, the more advanced examples would be appropriate for ESP. (See also 
Fried-Booth (348).) 

Project work is particularly appropriate to EAP, since ‘doing a project’ may well 
be a requirement for a university student, especially at the graduate level. Bloor and 
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St John (332) distinguish three types of project, depending on the students and their 
needs. The first is the Group Project, which involves the members of the group in 
real research. The example given is of a descriptive and evaluative survey of the 
university postal system. The second type is a Mini-research Project, for individual 
students, involving the use of questionnaires, surveys and interviews. The third and 
most common type is the Literature-based (or Library) Project, involving the 
individual student in extensive purposeful reading (Bloor and St John (332, p. 86)). 

As well as rehearsing a target activity, project work may also involve activation 
of all the language skills and, importantly, at the discretion of the student. For 
example, the student may have to decide whether certain information is best obtained 
by interviewing someone or by reading about it (see the discussion in Robinson 
(368)). Bloor and St John argue that the processes engaged in during the project (both 
study processes and language activation processes) are as important as the product. 


Oral presentations 


A final task type which is common in ESP is the oral presentation. It may form part 
of one of the other types, for example one or more participants in a simulation may 
have to make a presentation. Students doing a project may have to make an oral 
presentation at the end, in addition to, or instead of, presenting a written report. 
While ‘making a presentation’ may seem to be a more limited activity than the other 
tasks discussed, it can in fact involve all the language skills, as Souillard and Kerr 
(372) show. Tudor (377), in an interesting article on using translation in ESP, shows 
how the student may need to use relevant L! material as input to the presentation. 
Schofield (370) explains how the procedure for helping students prepare presenta- 
tions, normally involving a lot of individual work, can be adapted to group work. 
Nesi and Skelton (361) give details of the oral presentation module of a one-year 
intensive EAP course for Algerian students in Britain. The students made several 
presentations during the year, even when at a very elementary level of English. 

As with the other task types above, communication and professional skills are as 
important as language skills. Thus useful lessons may be learnt from what is done 
with native speakers (see Zawadzki and Saunders (380)). The professional skills 
focused on may relate to the business, technical or academic sphere. Dubois has 
extensively res¢arched medical presentations (see the references in Dubois (345)). 
Thompson (376) looked at a range of academic disciplines. Chirnside (338) describes 
a whole course devoted to enabling students to give factual oral presentations, the 
topics being dictated by the students’ concurrent studies in nursing. Peretz (365) 
describes an advanced reading course utilising students’ content area knowledge and 
targeted towards a final oral report. 


Task-based learning: concluding remarks 


Clearly, there is a range of task types which can be utilised for ESP. All in some 
way mirror activities from the ‘real world’ outside the ESP classroom. However, 
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ESP practitioners disagree as to the desirability of closeness of fit between these 
activities and the students’ specialist studies. Chamberlain and Baumgardner (336, 
p. 1) write of ESP teachers wanting ‘materials to be more interesting and based on 
real life activities, and topics not necessarily to be too discipline-related’. Huckin 
(352. p. 64) refers to ‘generalized ESP’. However, Bloor and St John (332, p. 85) 
write: ‘We argue that project writing is an example of an activity which ts directly 
relevant to target needs and yet provides the opportunity for process-oriented 
language learning. We also argue that there are advantages to the learner in using 
language which is subject specific rather than merely engaging in activities designed 
to develop genera! competence.’ 

General academic or scientific competence may have to be the target, though, 
when the students in a class represent a variety of specialisms. A solution here may 
be to use logical problems (Dorrity (343)). Flowerdew (347, p. 63) also refers to 
“activating high-level problem-solving skills’ through group discussions of such 
general topics as ‘Pollution’ or ‘The development of alternative energy sources’, 
although he acknowledges that, when groups are more homogeneous, more specific 
topics can be used. Souillard and Kerr (372) begin their course in oral presentations 
for science and technology students by getting the students to talk about ‘funny 
gadgets’, that is, humorous Heath Robinson-style (350) inventions. 

At what stage is there explicit attention to language? Allwright and Allwright (331) 
refer to ‘problems before solutions’ and to a ‘diagnostic approach’, suggesting that 
linguistic problems should not be predicted before they are revealed in the course 
of real-life communication activities. Sturtridge (373, p. 34) suggests that the main 
linguistic input should come at the end of the simulation as ‘in this way it can be more 
closely based on what the students themselves want to communicate’. Brammer and 
Sawyer-Lauganno (333, pp. 146—7) write that ‘the instructor has three ways of 
tackling the problem of language error correction: ongoing correction, note-taking 
and postactivity evaluation, and preactivity language exercises, All three should be 
used to obtain the most satisfactory results, although each has its drawbacks. Correc- 
tion during the simulation can easily disrupt the activity. Postactivity evaluation 
sometimes gives the trainee the impression that we are more interested in the “look 
where you went wrong” aspects, unless it is counterbalanced by highlighting what 
the trainee did in fact manage to do correctly. Preventive language exercises are 
potentially unlimited ... .’ Littlejohn and Hicks (356, p. 83) suggest that ‘the 
teacher’s key role is in the debriefing after the simulation’. Wright (379, p. 108), 
however, notes both that ‘our failing is perhaps that we do not do enough de-briefing 
work after role-plays’ and that students ‘easily tire of long post-mortems!’ : 

Sturtridge (373, p. 34) argues that, as well as integrating all the language skills, 
simulations ‘provide the learner with an opportunity to summon up and use all the 
language he has, which will extend far beyond what he has been “taught’’’. Wright 
makes the same point, though not expressed so positively: “Although the gram- 
matical level of students may not be a deal higher than when we first taught them, 
... they learn to use their English’ (Wright (379, p. 109)). Can the students do more 
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than this through task-based work? Tudor (377), comparing students who used L1 
material for their oral presentations with those who did not, suggests that those who 
did not use translation were working ‘within their existing L2 competence’, whereas 
for those who used translation there was a “perceived resource gap”, i.e. the 
explicit recognition of the need for L2 input, and therefore a receptive attitude for 
the acquisition of new elements’ (Tudor (377, p. 272)). Markee (359) suggests, 
somewhat speculatively, that the ESP classroom is particularly appropriate for study 
of the relationship between input and acquisition. His Speculations have not been 
directly taken up, nor has there been any systematic evaluation of the results of task- 
based work. However, the general consensus is that task-based work is enjoyable and 
actively engages the students both as specialists and as human beings, all of which 
are pre-requisites for the acquisition of new language and the consolidation of old. 


“—. 
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eee 


In looking at the role of materials in ESP, ! shall first discuss the important issue 
of authenticity, and then look at textbooks and in-house materials. After that I shall 
consider visual and mechanical aids, and such technical aids as video, word-processors 
and computers. 


Authenticity 


A key concept within the communicative approach, and one felt to be particularly 
relevant for ESP, is that of authenticity. It has aroused considerable discussion and 
a range of definitions of authenticity have been Suggested (see Clarke (401)). Basically, 
when we refer to using ‘authentic materials’ in ELT, we refer to the use of print, 
audio, video and pictorial material originally produced for a purpose other than the 
teaching of language. At one extreme, this can be anything that is available to 
the language teacher but which was not produced for language-teaching purposes; 
at the other extreme, of particular relevance to ESP, it will be material normally 
used in the students” own specialist workplace or study situation. Additionally for 
ESP, we must consider whether the goals that we set are authentic with regard to 
Students’ real-world roles, and whether the tasks or activities that take place in the 
learning situation are authentic. The important questions to ask are how such authentic 
goals, tasks and materials should be selected and how they are realised within the 
language classroom. 

A certain amount of authentic material may be collected as part of the needs analysis 
Stage of course design. Alternatively, authentic text selection may follow the needs 
analysis stage. This is the procedure outlined by Mackay (306, p. 137). Scott (443, 
p. 24), having first made a selection of topic, refers to some of the problems that 
can occur in trying to obtain video recordings, attend classes and follow up references 
to print material normally used by the students in their specialist classes: ‘In practice 
this is for the most part impossible owing to the usual constraints of time and the 
threat that recording and analysis of language might constitute to both native and 
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non-native speakers of English.’ As a compromise, Scott used lecture handouts and 
textbook references as guidelines for content and then sought ‘relevant’ material. 

Morrow (432) urges that, in addition to topic, we consider function (or purpose), 
channel (whether spoken or written) and audience. The importance of audience is 
also noted by Greenhalgh (414), working with technical students in Egypt. Greenhalgh 
observed that a visiting British engineer consciously and consistently modified his 
language when lecturing to the students. Recordings of such modified speech would 
be more authentic for Greenhalgh’s students than recordings of lectures given to native- 
speaker engineers. 

Further development of the notions of audience and function is given by Widdowson 
(458). He suggests that with regard to scientific discourse, for example, there are 
three levels or types. Science ‘as a discipline’ is intended for ‘scientist to scientist’ 
and assumes a considerable amount of shared knowledge. “Science as a subject’ is 
“science teacher to science student communication such as is found in textbooks’. 
Finally, ‘science as a topic of interest’ is ‘journalist to general reader communication 
such as is found in newspapers and popular journals’ (Widdowson (458, pp. 167—8)). 
Material from the last-mentioned category is frequently chosen for ESP courses; 
however, not because the students are “general readers’, but because such material 
is more accessible to the teachers and/or because the students do not share subject 
specialism. 

For Widdowson, authenticity does not lie in the materials themselves but is created 
by the reader/hearer’s response. He asks for ‘a congruence between the language 
producer's intentions and the receiver's interpretation, this congruence being effected 
through a shared knowledge of conventions’ (Widdowson (458, p. 166)). The language 
teacher’s task, then, is to help the students develop an awareness of those conventions. 
The conclusion which Widdowson draws is that students should not be confronted 
with ‘authentic materials’ until they have sufficient awareness of the conventions to 
be able to react to them authentically. Thus such materials should not be used at the 
start of an ESP course. The question they is: what should be used, and what relationship 
does it have with the authentic materials? 

Widdowson (459, p. 190) proposes a choice between simple and simplified accounts, 
the former being preferred. Simple accounts are specially written for students, bearing 
in mind the students’ linguistic level, highlighting any rhetorical conventions that the 
students need to learn, and avoiding any idiosyncrasy of style. Simplified accounts, 
on the other hand, are ‘doctored’ versions of original texts. Simplification has been 
much attacked in the literature, but the objection would seem to be not that it is wrong 
in itself but that it has not been adequately done. This is because only vocabulary 
and syntax have been attended to, not the conceptual structure and the rhetorical 
patterning. Wood (464), looking at the rhetorical structuring of chemistry texts. shows 
how ‘simplification, unless carefully carried out, may cause greater problems than 
it solves’ (Wood (464, p. 126)). 

However, Wood’s analysis of certain types of chemistry texts leads him to suggest 
a new definition of authenticity, based on recurrent rhetorical patterns, some of which 
are realised by means of a limited set of linguistic forms. Authentic texts can actually 
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be created by the ESP teacher or student, as long as they follow the regular rhetorical 
patterns. The level of difficulty can be controlled via control of the technical content 
or the linguistic realisation of the rhetorical patterns. Davies (405), by contrast, suggests 
that the information structure of a text is more significant than the rhetorical structure. 
She proposes a set of ‘topic types’ to which texts can be allocated. An authentic text 
for a student, then, could be one which belongs to the appropriate topic type for the 
student's specialism. Johns and Davies (747) suggest that students can be helped to 
identify the topic types with which they need to work and can move from shorter 
and easier examples of these types to longer more complex examples. 

An alternative approach to those so far described is proposed by Bhatia (390), who 
advocates the use of ‘easification devices’ or ‘access structures’ which are presented 
alongside unsimplified original texts and help to guide the learner through them. Other 
suggestions regarding the selection and use of authentic materials (however defined) 
are given by Phillips and Shettlesworth (437) and Wilson (463). Phillips and 
Shettlesworth ‘question the practicability of preparing specialised teaching material 
to a high standard when one is dealing with a diversified demand often on a “one-off” 
basis at very short notice’. They suggest using authentic materials and grading them 
according to ‘accessibility’ (for example, the density of new information in a text, 
the length of the text) and varying the complexity of the task demanded of the students 
(Phillips and Shettlesworth (437, pp. 24—5)). Wilson also suggests a set of criteria 
as a basis for text selection, including such aspects as the density of information, the 
cultural suitability of the material and the author's style (Wilson (463, pp. 48—9)). 

Crocker and Swales (403, p. 265) write that "we believe that one would want to 
ensure in an ESP course that the handling of the materials (i.e. the methodology) effects 
a compromise between techniques which are known to characterise “good language 
teaching”, and procedures which derive from how the student operates in the domain 
of use’. Authentic materials, however selected, will not work well in the classroom 
unless the methodology is carefully considered. The danger exists that interesting- 
looking authentic materials are used in an uninteresting way because too much of the 
preparation time has been spent in looking for the materials and not enough in 
considering their exploitation. 


Textbooks and in-house materials 
Which to choose? 


A common assumption in ESP is that the truly professional practitioner uses locally 
produced or in-house materials for teaching, not published textbooks. Swales identified 
this as a problem in 1980, and observed that ‘this heavy commitment to materials 
writing has been intensified by the expectancies of the . . . institutions, which increas- 
ingly require their English departments to write all their own courses’ (Swales (453, 
p. 15)). Materials writing thus contributes to the status both of the ESP practitioner 
and the institution, and the term ESP is seen to imply that every learning situation 
is unique. (But see O'Keeffe (313) on unique and recurrent elements in ESP. See 
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also Jones (418) for a more recent discussion on the inherent contradiction offered 
by ESP textbooks: globally available materials for specific situations.) 

1 would argue that a real professional is able to make a principled choice between 
materials writing and the use of what is already available on the market. An example 
of such choice is given by Baumgardner et a/. (388) in relation to two courses for 
engineers in Sri Lanka. For the degree course, published materials were used, the 
reasons being that there was only one adviser attached to the project who would be 
too busy to write materials, that there were funds to buy books, that suitable books 
were available on the market and that there would be a positive psychological benefit 
in the students having individual copies of the textbook. For the diploma course, by 
contrast, appropriate books and the funds to buy them were not available, whereas 
there was a team of people able to write materials. In addition, Baumgardner et ai. 
believed that ‘under favourable circumstances the writing of materials ts an integra} 
part of teacher training’ and that ‘locally produced materials incorporating local themes 
would be of more interest to Sri Lankan students’ (Baumgardner er al. (388, pp. 97~9)). 


Problems with textbooks 


Allwright (384) asks ‘What do we want teaching materials for?’ and, arguing for greater 
appreciation of the role of the learner in the teaching/learning process, suggests that 
‘the role of teaching materials is necessarily limited* (Allwright (384, p. 8)). Other 
writers on the issue are in no doubt that teaching materials are essential. Nor are they 
opposed to the use of textbooks in principle. Rather, there is a fairly widespread feeling 
that the textbooks which are available are in various ways deficient. 

Ewer and Boys (410) mount a strong attack on the EST textbooks then available, 
suggesting that ‘the really fundamental factors of textbook design such as the validity 
of the linguistic contents, the accuracy of the explanations and examples given, and 
the number and coverage of the exercises provided’ have been ignored in favour of 
considerations of approach and methodology (Ewer and Boys (410, pp. 87-—8)). Taking 
the results of research by Ewer into the main communicative features of formal scientific 
and technological discourse (Ewer (132)), Ewer and Boys found a distressing lack 
of coverage of these features in the ten textbooks which they investigated (including 
one co-authored by Ewer himself -- Ewer and Latorre (281)}. They further found 
considerable inadequacies in the explanations and exercises. 

Ewer and Boys ascribe some of these deficiencies to the fact that ‘most EST. textbooks 
are designed for, or are the outcome of, “remedial” or “supplementary” courses and 
assume that students already possess a knowledge of English ... . Unhappily, this 
is not at all understood by potential users, especially in developing countries abroad 
where the greatest demand for EST exists’ (Ewer and Boys (410, p. 97)). Swales (453, 
p. 14) also notes that ‘the textbooks are increasingly less self-sufficient in practice 
material and in coverage of skill areas’, but ascribes this to constraints on publishers" 

Another strongly worded attack on textbooks is given by Sheldon (446), (447) from 
a general ELT perspective. He writes of teachers’ disappointment with textbooks, 
of ‘a variety of common design flaws at one level, and a scepticism about the theoretical 
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premises of many coursebooks on another’ (Sheldon (447, p. 238)). Sheldon is primarily 
concerned, however, with helping teachers and course directors to be better informed 
about textbooks, so that they do not buy books which subsequently turn out to be 
unusable, a problem also addressed by Swales (453). Sheldon thus considers the 
usefulness or otherwise of reviews of textbooks and the criteria commonly used for 
textbook selection. 


Advantages of textbooks over in-house materials 


Pilbeam (438), posing the question ‘Can published materials be widely used for ESP 
courses?’, gives some criteria for evaluating ESP textbooks and, in effect, weighs 
up the arguments for and against both textbooks and in-house materials. In-house 
materials are likely to be more specific and appropriate than published materials and 
to have greater face validity in terms of the language dealt with and the contexts it 
is presented in. In addition, in-house materials may be more flexible than published 
textbooks (an advantage on a short course). Finally, the writers of in-house materials 
can make sure that the methodology is suitable for the intended learners. 

It takes time, however, to write tailor-made materials. Pilbeam says that ‘in the 
business world, where some companies commission writers to produce material 
specially for them, ratios of between 10:1 and 5:1 (writing hours : teaching hours) 
are not unusual’. Also not unusual, according to Pilbeam, is the result that the hastily 
written materials ‘based on highly relevant spoken and written texts’ have ‘rather 
uninspired exploitation’ (Pilbeam (438, p. 122)). One likelihood is that class activities 
are too tied to the texts and to their linguistic or factual content; not enough time 
has been expended on developing interesting and authentic tasks or on considering 
what learning processes are likely to be activated. Swales observes that ‘the locally 
produced materials ... show a striking resemblance to the published materials that 
have been rejected’ (Swales (453, p. 11)). For example, the sequence and type of 
exercises found in the English in Focus (258) series has been widely imitated. 
Additionally, in-house materials may consist of much photocopied materia! from other 
textbooks. 

As well as being time consuming, the production of in-house materials is relatively 
expensive, a point made by both Swales and Pilbeam and O'Neill (434). Pilbeam (438, 
p. 123) concludes that ‘it is highly unlikely that one-off ESP courses justify the expense 
of producing tailor-made materials’. . 

O'Neill, responding to Allwright (384) and referring to experience with an ESP 
course, suggests that ‘no other medium is as easy to use as a book’ (O'Neill (434, 
p. 107}). The in-house materials are commonly in the form of ‘showers of single- 
page handouts’ (Swales (453, p. 18)), which can easily get out of order or lost. More 
importantly, a textbook is complete not just in the physical sense but in the sense 
that the whole term's or year’s course is available to the students at once. Thus, if 
they wish, students can look ahead to see what is coming up, can refer back to what 
has gone before or to something that they might have missed, and can place a particular 
lesson in the context of the whole course. A textbook, especially a course book, provides 
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a framework for a course, forming in essence a syllabus. This may appear to be unduly 
constraining in some situations, but for many students and for many teachers, especially 
less qualified or experienced ones, it is a positive advantage. 

Despite what may have been implied so far, there is, of course, no polar division 
between in-house and published materials. The former can very often become the latter. 
Wright (379, p. 107) acknowledges that ‘we write a lot of our own cases with the 
objective not only of finding new and lively things to do in class, but also of having 
the material published’. In other situations, what begins as supplementation to a 
published course develops to the extent that it is a course in its own right. Swales 
(453, pp. 20—1) offers a principled procedure for supplementation. 


Materials evaluation 


There are three types of materials evaluation: preliminary, summative and formative, 
the first two being more likely to focus on published or at least completed materials 
and the third to focus on in-house materials. Preliminary evaluation will normally 
take place before an ESP course begins and involves selecting the most appropriate 
from the publications that are available. {t is obviously useful to have some sort of 
checklist of features which one wants the textbooks to have,‘and to rank these features 
in order of priority. No textbook is likely to be perfect, of course, and practical 
considerations, such as cost, may have to take precedence over pedagogic merit. Kitto 
(425) presents a course director’s pragmatic approach to materials selection. Another 
case study, from the language training point of view, is given by Leckey (426). Sheldon 
(447) presents a general set of criteria which can be used for textbook selection, but 
notes: ‘It is clear that coursebook assessment is fundamentally a subjective, rule-of- 
thumb activity. and that no neat formula, grid or system will ever provide a definite 
yardstick’ (Sheldon (447, p. 245)). However, criteria such as those which Sheldon 
offers can help course designers to clarify some of their assumptions and preconcep- 
tions. Williams (460) and Breen and Candlin (393) give more interactive approaches 
to materials assessment, suitable for use on teacher training courses. 

The other two types of materials evaluation are illuminatingly discussed by Alderson 
(381). Alderson first discusses performance (or summative) evaluation. This takes 
place at the end of a course and addresses the question of whether the materials have 
been effective. {Typically, although not necessarily, performance evaluation makes 
use of tests administered before and after the programme’ (Alderson (381, p. 147)). 
Other methods include use of a checklist, similar to that used for the preliminary 
evaluation, and use of questionnaires. Further discussion of summative evaluation 
is given on pages 65—73 below. 

Alderson then discusses revision (or formative) evaluation, conducted while the course 
is ongoing, so that modifications can pe made to the materials. He notes that ‘revision 
evaluation of language teaching has received very little attention in the past, and 
relatively little is known about the usefulness of certain techniques’ (Alderson (381, 
p. 151)). This still seems to be the case. The main techniques used, as with performance 
evaluation, are tests and questionnaires, plus interviews. 
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The function of a test in revision evaluation will be to examine the materials, not 
the students. Tests should be frequent, for example after each unit. Alderson suggests 
that ‘errors on any item or group of items which have been made by sixty per cent 
or more of the students indicate that either the materials are too difficult, or the procedure 
or instructions for the exercises are causing problems’ (Alderson (381, p. 151)). In 
addition to this, questionnaires may be given to both teachers and students, seeking 
information and impressions at the level of item, exercise and unit, rather than the 
course as a whole, though there may be problems in interpreting the students’ responses. 
Teachers may be interviewed about their experiences with the materials and can be 
asked to annotate their copies of the materials as they use them, so that any problems 
or suggestions for improvement do not get forgotten. Alderson observes that ‘the 
emphasis so far has been on paper and pencil type evaluation schemes’, chiefly in 
the interests of standardisation, but suggests that more interactive methods of revision 
evaluation could be used, such as discussion and observation (Alderson (381, p. 154)). 

Discussion and observation were among the methods used by Dudley-Evans and 
Bates (409) when evaluating the effectiveness of the General Science book of the Nucleus 
series (263) in Egypt (see also Dudley-Evans (408)). Face to face discussion with 
teachers had its drawbacks, however, since teachers were reluctant to voice criticisms 
and ‘feedback tends to be rather disordered’ (Dudley-Evans and Bates (409, p. 102)). 
The other methods used were questionnaires to teachers, visits by Egyptian senior 
inspectors to schools and discussions between inspectors and teachers, and seminars 
in which the authors discussed the book and the appropriate teaching methodology 
with the teachers and the inspectors. The materials under discussion were, of course, © 
already published (and designed for a different part of the world). In response to the 
feedback obtained in Egypt, Dudley-Evans and Bates added reading passages to each 
unit and considerably enlarged the Teachers’ Manual. Later, these revisions were made 
available worldwide. Thus Swales’ complaint (Swales (453, p. 13)) that “ESP textbooks 
never ... get revised’ has in one case, at least, been listened to. (Another account 
of successful transfer of materials from one situation to another is given in Dudley-Evans 
(407).) 


Producing materials for ESP 


Several accounts exist of the genesis of ESP materials, often containing analyses of 
the exercise types involved. See, for example, Allen and Widdowson (257), Bates 
(262), Candlin et al. (394), (395), Jordan (419), McDonough (428), Morrison (431), 
Swales (452), (454) and Todd Trimble and Trimble (455). Too often, the underlying 
theory for the materials is based on speculation rather than detailed research, although 
Candlin et al., Swales and Todd Trimble and Trimble are noteworthy for their careful 
analysis of linguistic and discoursal features. Accounts of large-scale projects, focused 
on or involving materials production, include Chitravelu (399), (400), describing the 
University of Malaya English for Special Purposes Project, Harper (11), describing 
the King Abdulaziz University project in Saudi Arabia, and Moore (430), referring 
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to the project in Colombia which led to the production of the Reading and Thinking 
in English series (784). 

Moore gives good practical advice, including a ‘Procedural guide to producing a 
unit’ (Moore (430, p. 45)), although he writes that his purpose ‘is not to provide a 
recipe for materials production but to set out some of the procedures which team 
preparation helped to make explicit’. He suggests that ‘a materials development project 
aims to eliminate some of the hit-and-miss procedures of materials production (e.g. 
by an individual teacher) by (1) using a coherent methodology (and) (2) being based 
on team planning and teacher evaluation’ (Moore (430, p. 41)). Later, Moore offers 
six criteria to be applied to the activities created in the materials (Moore (430, p. 49)): 


PURPOSE Is the purpose clearly defined? 

TYPE Does the exercise type effectively and economically 
accomplish the purpose? 

CONTENT 1. Is the ratio of language given/student task economic? 
2. Are instructions to students clear? 

INTEREST Is it interesting? 


AUTHENTICITY Is it a meaningful task? 
Is it challenging? 
DIFFICULTY Does it contain distracting difficulties? 


Gimenez (413) also gives a useful ‘checklist for materials production in the context 
of ESP’. 

Helpful collections of exercise types, especially for reading, are given in Scott and 
McAlpin (444) and Bates (387). Further useful practical advice is given by Chaplen 
(397), comparing the advantages and disadvantages of the team approach to developing 
materials for and teaching an ESP programme. He calculates that it takes at least ten 
hours to prepare an hour’s worth of teaching material and that ‘developing the first 
draft of a film-based unit generating 4—5 hours of integrated class activities can take 
a total of over 45 hours’ (Chaplen (397, p. 3}). He suggests that the advantages of 
a team approach to materials production are quality, since materials can be scrutinised 
and checked by people other than the writer, and continuity, because a team approach 
requires clear guidelines for everyone to follow. The disadvantages are that individuals 
do not always perceive the relationship of their materials to the whole course, that 
far too much material gets produced and yet people underestimate the amount of time 
needed to produce and to revise it, and that, because all the classes must keep in step, 
teachers may have to concentrate on getting through the materials rather than ensuring 
that the students are making good progress. Chaplen concludes that strict control is 
needed to prevent materials developers attempting overly ambitious revisions, to ensure 
that there is sufficient time for adequate consultation between developers and colleagurs, 
to ensure quality, and to ensure that materials are geared to the average, not just the 
brightest, students. 


Presented by: httos://jafrilibrary.com 


Presented by: https://jafrilibrary.com 


62 ESP Today 
Technical aids 
Visual and mechanical aids 


As well as print material, focused on above, one would expect that for teaching ESP 
there would be a rich supply of authentic visual and mechanical material. There is 
not a great deal of discussion of this in the literature, however. Kalinyazgan (421) 
and Souillard (450) describe the use of pictures and diagrams to practise oral and 
aural skills with technical students. B. Robinson (439) discusses the use of a piece 
of hardware with engineering students (in this case a bicycle pump), in order to give 
the students, who were beginners in engineering, some understanding of engineering 
concepts and thus provide them with genuine meanings to convey in their language 
Practice, Diagrams of the hardware were also available, to give the students practice 
in diagram interpretation. Other accounts of working with equipment are given by 
Nolasco (362) and Everett (346) in connection with the KAU Science Activities Course. 


Video in ESP 


Video is probably still not as much or as inventively used in ELT, let alone ESP, 
as it might be. Important questions to ask are (1) is video being used to replicate what 
could be done with other media or is it making a unique contribution, and (2) how 
exactly does video contribute to students’ learning. A useful set of ‘frameworks for 
the exploitation of video in the language classroom’ is given by Tudor (457); Tomalin 
and Stempleski (456) is a reference and resource book for using video in the classroom: 
MacWilliam (429) discusses the relationship between video and comprehension; and 
Kennedy (423) gives an overview of ESP and video, 

Perhaps the commonest use of video for ESP is in EAP. Recordings can be made 
of regular lectures and seminars or, if this is not feasible, lecturers can be invited 
to give lecturettes (very short lectures) in the recording studio. Simulated seminars 
can be video recorded as can role Plays of tutor—student interactions. Obvious 
exploitation is to have students make notes while watching the recorded lectures and 
discuss selected features of both the lectures and the seminars. The advantages over 
audio recordings are that attention can be paid to gestures and body language and 
that information given on the blackboard, overhead projector and on slides can be 
captured on the recording. Accounts of material of this type are given in Sturtridge 
et al. (451) and Geddes (411). Williams (461) describes a course in listening 
comprehension and exam answer writing, using ready-made video recordings. 

Other practical suggestions for work with ready-made recordings originally intended 
for use with native speakers is given by Kerridge (424), Lynch (427), Sheerin (445) 
and Willis (462). Willis notes how short a segment of video (four and a half minutes) 
is sufficient for a session. Lynch explores the opportunities afforded for follow-up 
“by the medium and technology of video’, for example having students produce their 
own alternative soundtrack for the video (Lynch (427, p. 6)). In both these cases we 
assume that the topic of the video material is relevant to the students" studies; in fact, 
Lynch refers to ‘content familiarity’, which enables students ‘to discuss a given process 
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before they watch the tape’ (Lynch (427, p. 6)), a technique also used by Williams 
(461). Charles (398) and Crocker and Swales (403), however, address the situation 
where there may not be a recording which has topic relevance for the students. As 
an alternative, and distinguishing carrier content from real content (see Scott (443)), 
they consider process and system relevance, in both cases extracting generalisable 
material about procedures from sports recordings (football and cricket respectively). 
Crocker and Swales (403, p. 262) suggest that ‘the key feature for materials is 
appropriacy to a learning or teaching need, but appropriacy can be constructed between 
what is available and what is required’. 

In all the above cases, reference is made to group work, Bevan (389), however, 
describes self-instruction with video. The practical experience of creating a video is 
recounted by Bonamy (391). It was realised that the original recording, of a UNESCO 
adviser giving a demonstration, was too difficult to use with students at the beginning 
of their course. An audio tape was made from the soundtrack and used to help prepare 
short simple accounts of some of the content of the video, these simple accounts then 
being video recorded. The final materials consisted of two or more of these simple 
accounts, followed by the corresponding extract from the original video recording, 
together with back-up worksheets and visual aids. Candlin er al. (396) describe the 
making of a videotape of a business case study session with two purposes in mind: 
to have an example of a case study to show future students, and to have materia! for 
visual and linguistic analysis. A less formal use of video recording is for the purpose 
of feedback. For example, after a simulation students may watch a teacher-made 
recording of the simulation, focusing variously on linguistic features, on indicators 
of successful or unsuccessful communication, on appropriate body language etc. 


Word-processors and computers in ESP 


A brief review of the use of word-processors and computers in LSP is given by Hahn 
(415). St John (440) discusses the practical applications of word-processors in helping 
students with writing problems. In general, it seems that the greatest use of computers 
is in LSP research into the formation of term banks and machine translation (see various 
articles in Lauren and Nordman (20), (21)). Pedagogical use of computers for 
vocabulary work is described by Baten ef a/. (386) and Fox (136). Nyns (433) describes 
the teaching of reading for professional purposes, using semi-structured self-access 
work with computers as a complement to class activities. An interesting component 
is the ‘dynamic dictionary’, tailor-made for the specific students and texts. Other 
practical accounts of working with computers and preparing materials are given by 
Atlan (385), Botha (392), Danchik (404), Johns (417), Phillips (435), (436) and Skehan 
(449). Phillips reminds us that the computer should be the servant, not the master: 
‘Current work in CALL gives the overwhelming impression that the program designers 
are responding more to the challenge of the chip than to the purposes of the pupil.’ 
He urges that software should not be written ‘in isolation from considerations of how 
the activities thereby created relate to actual learning contexts’ (Phillips (435, p. 31)). 
Kay (422) distinguishes between ‘learner tools’ and ‘trainer tools’ and urges more 
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trainer training both in the pedagogical use of computers and in information technology 
skills. An obvious use of computers is for self-study, as described by Sampson (441), 
but Davies (406) shows how they can also be used for group interaction. Another 
obvious use Is in testing, referred to by Alderson (381, p. 151) and Cousin (402). 

Scarbrough (442), reviewing software for ELT, comments on ‘the relatively narrow 
range of language-practice techniques available’ in the programs he viewed. ‘Essentially 
there are just four types of program: gap-filling, text manipulation, text reconstruction, 
and simulation’ (Scarbrough (442, p. 301)). Scarbrough concludes his review with 
the suggestion that ‘the most interesting next stage of CALL development may well 
lie in the elaboration of techniques for the incorporation of . . . real-world information- 
handling uses of computers into the language learning process’ (Scarbrough (442, 
p. 310)). An interesting example of this suggestion is provided by Hollis (416), 
describing work with airline reservations agents in Saudi Arabia. He writes of ‘blurring 
the distinction between the classroom and the work situation in the interests of 
authenticity’, and is enabled to do this by means of video and, even more, through 
the flexibility of the computer system. 
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Chapter Seven 


Evaluation and Testing in ESP 


Evaluation 
introduction and definitions 


‘Evaluation can be defined as “the discovery of the value of something for some 
purpose”. This is necessarily vague, since the specification of “something” and “value” 
depends on the specification of the “purpose”.’ Thus wrote Alderson (381, p. 146). 
Murphy (518, p. 15) writes that “evaluation is concerned with describing what is there, 
and placing some value judgement on what is found’. With regard to ESP, we are 
seeking to establish the effectiveness and efficiency of teaching programmes. Testing, 
often equated with evaluation, is only a part of it. We shall here concentrate on the 
evaluation of courses and programmes as a whole. Textbook and materials evaluation 
is discussed in Chapter Six. 

According to Alderson (381), McGinley (513), (514), Mackay (515), Murphy (518) 
and Swan (530), evaluation has been neglected in ESP. McGinley notes how often 
ESP materials and programmes are written of as successful despite there being no 
account of any objective measurements of this success. Swan (530) suggests eight 
possible reasons for the underdevelopment of evaluation in ESP, including the shortness 
or even one-off nature of ESP courses, the time-consuming nature of evaluation and 
the lack of any felt need for evaluation. In the 1990s, however, there is a greater 
concern for the cost-effectiveness of courses and, even more, of large-scale projects, 
and so a need for evaluation is now being felt. 

Useful articles which give an overview of evaluation in ESP are those by Bachman 
(476), Brown (484), Mackay (515), Murphy (518) and Rea (523). Also useful are 
Elley (493) and Moody (516). The most detailed account of an evaluation project in 
ESP is Celani et al. (486), which describes the evaluation of the Brazilian ESP project 
for the period 1980~—6 (see also Celani (485)). Other references, such as Long (507) 
and McCormick et al. (512), derive from general education or general ELT, not ESP. 

A basic distinction is made between formative and summative evaluation. Formative 
evaluation is carried out during the life of a course or project and the results obtained 
can be used to modify what is being done. Summative evaluation, on the other hand, 


65 


Presented by: httos://jafrilibrary.com 


Presented by: https://jafrilibrary.com 


66 ESP Today 


is carried out when the course OF project is finished and when it is clearly too late 
to do any ‘fine tuning’. Rather, a decision will be taken as to whether to repeat the 
course or not, or, in the case of a ‘one-off’ course, whether money has been well 
Spent or not. Obviously, for any particular course or project, both types of evaluation 


product evaluation on the other. Long (507), however, in a useful discussion of the 
terminology, suggests important differences between these four approaches, Brown 
(484) suggests that the three ‘dimensions’ of evaluation, namely formative versus 


As with needs analysis, it is useful to POSE a series of ‘wh-’ questions to guide one 
through the essentia] points related to evaluation. Thus: 


WHY carry out an evaluation? 

WHAT is the subject of the evaluation? 

WHO carries out the evaluation? 

HOW is the evaluation carried out? 

WHAT NEXT: what will happen to the results? 


Why carry out an evaluation? 
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needs and whether these changes had been responded to or not, Knight (74), discussing 
one-off short courses, refers to monitoring, meaning in this case on-the-spot needs 
analysis. The term ‘monitoring’ could equally well refer to formative evaluation and 
perhaps in the case of such very short courses the distinction between identification 
of needs and formative evaluation becomes blurred. Kennedy (499), however, gives 
a useful comparison and contrast between needs analysis and formative evaluation. 

Both formative and summative evaluation can be undertaken to provide data as input 
to possible change. Thus evaluation is being used as part of quality control. Any or 
all aspects of a programme may be changed, hopefully for the better, as a result of — 
information obtained from the evaluation. In other cases an evaluation may function 
as a source of information and experience, but not necessarily lead to change. Summative 
evaluation of a one-off course will not lead to an improved version of that same course, 
but can serve as a resource for others thinking of running similar courses. A further 
reason for carrying out an evaluation may be to ensure that money is being or has 
been well spent. 

Bell (479) suggests twenty-four possible purposes for an evaluation project, including 
‘to guide any curriculum changes’, ‘to document events’, ‘to measure cost-effectiveness’, 
‘to determine curriculum-related in-service needs of staff, ‘to identify any unintended 
outcomes of the program’ and ‘to clarify objectives’. Murphy (518, p. 13) suggests 
that the purpose of evaluation is threefold: ‘assessment, accountability, awareness’. 

Beauchamp (478) aimed in her study to assess the effectiveness of different models 
for ESP course design for immigrant workers (overseas-qualified engineers and 
overseas-trained hairdressers and electricians). It was hoped that such an assessment 
would ‘assist in the refinement of national policy’ regarding matters such as ‘recognition 
of overseas qualifications’, ‘overall funding of educational programs for overseas 
qualified persons’, ‘targeting of client groups’ and ‘modes of delivery’ (Beauchamp 
(478, p. 3)). 

For any particular evaluation project, it is important that the evaluator manages 
to establish the purposes of the instigator of the project. One reason may be to justify 
a decision that has already been taken. Thus a prestigious outsider may be called in 
to evaluate an ongoing or even completed project, but what is required is the expert’s 
approval. For political reasons, any negative comments or suggestions for change 
would be unwelcome. Alternatively, support may be required for a decision that has 
already been made to cancel or change a programme. Bell (479) refers to ‘hidden 
agendas’ for evaluation exercises, including providing ‘ammunition for pre-determined 
decisions’ and being ‘seen to be evaluating’. 


What is the subject of the evaluation exercise? 


An evaluation exercise can be very wide-ranging or very limited in scale. The subject 
(or object or target, various terms being used) may be a whole ESP project or course, 
or just one or some aspects. Long (507, p. 417) suggests that formative evaluations 
‘typically look at such factors as teachers’ and students’ attitudes toward a curricular 
innovation, or at the usability of new instructional materials as they are tried out in 
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the classroom for the first time’. Kennedy (499), for example, describes the formative 
evaluation of a set of new ESP reading materials in Tunisia. An ordinary classroom 
teacher could well carry out a short-term evaluation of a particular exercise type or 
of a method of classroom organisation, aiming only at the improvement of his or her 
own teaching rather than at any widespread dissemination of results. 

A summative evaluation may look at virtually all aspects of a programme, possibly 
with a particular interest in cost-effectiveness. Mackay (515) suggests thirteen areas 
of investigation in the analysis of the LOOT project (an imaginary case based on a 
real project), including the administrative procedures, the students’ attitudes and 
behaviour, and the physical conditions and equipment, and ten sources of information. 
Mackay writes: ‘We felt that such a framework avoided the pitfall into which evaluation 
studies frequently fall, namely to focus exclusively on student product” (Mackay (515, 
p. 113)). The ‘suggested evaluation package’ in McGinley (513) is shorter, but combines 
formative and summative evaluation and focuses on the methods, including individual! 
lesson evaluation, tests and attitude questionnaires. 

Rea (523, p. 90) emphasises that ‘different areas of evaluation are important to 
different people, at different times, and for different reasons’. For example, teachers 
and materials writers will want to know about the effectiveness of the materials and 
methods, ‘host institutions, on the other hand, will be more interested in the overall 
impact of the project ... and in the evaluation of student achievement. Where there 
are heavy expatriate involvements, they will wish to monitor the progress of the 
localization process.” There may thus be several different targets for the evaluation 


to suit the different interested parties. 
' 


Who carries out the evaluation? 


As with needs analysis, a basic choice must be made between the outsider and the 
insider. For large aid-funded projects an outsider is typically brought in. One assumed 
advantage of an outsider is that such a person has hitherto not been involved in the 
programme and hence brings an objective approach to it. While an outsider may be 
free of local politics and prejudices, no observer is truly objective. The evaluator will 
have his or her own views on language teaching methods, administrative procedures 
etc. and could well be unsympathetic to local practices. Further, he or she may need 
more time than is given to become aware of local needs and constraints. 

In the introduction to one of the accounts of the King Abdulaziz University (KAU) 
project (1975—84) in Saudi Arabia, Horey (289) refers to several different stages of 
evaluation and different types of evaluator. During the establishment phase (1975—7) 
outside experts were called in for brief ‘appraisal’ visits. Later, in the evaluation phase 
(1982—4), ‘a three faceted approach emerged. The ELC [English Language Centre] 
would conduct an internal evaluation, the Supervisor General [the Saudi head of the 
ELC] would commission an independent university evaluation and the British Council 
would also produce an independent evaluation based on the observations of its English 
Language Officer in Saudi Arabia and those of a visiting team ... . Within the ELC 
an Evaluation Officer was designated’ (Horey (289, p. 25)). 
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Who are the insiders, if they are used? They are most likely to be the course designers 
and the teachers, but students also may be involved and, in the case of in-company 
language training, a representative from the management. Bachman (476, pp. |15—16) 
concludes that formative evaluation, especially, is most appropriately carried out by 
the ‘program development staff. The Brazilian ESP project, which was designed from 
the start to be participatory in nature, involved a significant number of teachers and 
students in the evaluation process. Celani (485) gives details of how this worked and 
considers the validity of ‘an internally organised evaluation’, As a compromise, 
however, an outside consultant was also involved. Waters (531) describes an attempt 
to involve students in evaluation, his purpose being both to obtain information about 
the course from them and to provide them with a learning experience. Potts (522) 
and, in particular, Lewkowicz and Moon (504) considerably develop the role of the 
student in the evaluation process. 

An important point to bear in mind throughout is that evaluation can be seen as 
threatening. Teachers, in particular, are likely to feel that the objective of the evalua- 
tion is to ‘check up on them’ and too often it is assumed that any resultant evaluation 
document will be negatively critical. Thus it is very important that the evaluators win 
the confidence of those from whom they seek information. Thus, Bell builds a 
communication stage into the principles of procedure for conducting an evaluation 
and suggests: ‘inform audiences and any others (particularly those potentially threatened 
by your evaluation) of the purposes and methodology plans’ (Bell (479, p. 29)). 

Confidence will increase if the evaluation is seen to have beneficial results, for 
example an improvement in teaching conditions, reward for endeavours etc. The 
evaluation project is even more likely to be successful if those whose efforts are being 
evaluated are also involved in the evaluating, which then becomes a team effort, not 
just the task of one individual. Kennedy (499), and others, refer to ‘ownership’. Thus 
if participants in an ESP project in general and in an evaluation project in particular 
are given a share in the responsibility for its success, that success is a little more assured. 
Waters (531) acknowledges the hazards that students may face in taking on such a 
responsibility but concludes that the gains are worthwhile. An important factor in all 
this is the appropriate choice of technique for obtaining information. 


How is the evaluation carried out? 


Many of the basic procedures for data collection are the same as those that can be 
used for needs analysis. Thus, some or all of the following may be utilised: 


questionnaires 
checklists 
rating scales 
interviews 
observation 
discussion 
records 
assessment 
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A useful table of procedures is given in Brown (484, p. 233). Nunan (520) gives details 
of methods for collecting data for the analysis of what goes on in the language classroom, 
all of which are invaluable for evaluation. A very important consideration is that the 
precedures employed should be manageable, cost effective in terms of time and money, 
and appropriate for the situation. Bell urges: ‘know how the data will be analysed 
when you construct the instrument’ (Bell (479, p. 31)). The Brazilian team record 
that ‘data analysis took much longer than we (rather naively) imagined at first, and 
data collection took time’ (Celani et al. (486, p. 17)). Elley (493), in a practical 
approach, explores the need to ‘tailor the evaluation to fit the context’, and to accept 
the constraints of the real world. Bachman writes that ‘data collection procedures, 
particularly testing and scaling, are often surrounded with an aura of complexity ... 
but... this need not be the case ... the amount and type of information gathered 
should be determined by the kinds of decisions to be made. In the majority of programs 
perhaps the most useful information is of an informal and subjective nature. That is 
not to say, however, that it cannot be Systematic’ (Bachman (476, pp. 114—15)). Brown, 
too, stresses the value of qualitative data, but urges that it be used ‘in a principled 
and systematic manner’ (Brown (484, p. 232)). 


Questionnaires 

Various people have written about the construction and design of questionnaires and 
some of the problems involved, for example Mackay (77) and Richterich and Chancerel 
(87), both in relation to needs analysis. Smith (529) discusses the use of question- 
naires for in-company course evaluation, and urges a closer match between the 
questionnaire and the course it relates to. He also notes the training function of question- 
naires. The Brazilian evaluation report gives examples of the questionnaires drawn 
up for students, ex-students, ESP teachers and subject specialists, and discusses their 
design and piloting. Mackay (515) describes the development of ‘a pool of approxi- 
mately 150 questions’ which was ‘selectively drawn upon’ to produce a number of 
questionnaires, the responses to which could subsequently be compared and contrasted. 
Obvious problems with questionnaires are their length, possible misinterpretation of 
questions by respondents and failure of respondents to return them. 


Checklists 

A checklist is much shorter than a questionnaire and can be used when the evaluation 
is focused on small-scale aspects of a programme, for example one component, such 
as speaking skills, of a syllabus. As witha questionnaire the questions may be closed 
(Yes/No/Don’t know), which are easiest for computer checking, or open ended. 
Additionally or alternatively, rating scales may be used which, suggests Bachman 
(476, p. 114), are particularly effective. 


Interviews 

Face-to-face interviews are time consuming but provide the opportunity for more 
extended exploration of the points than do questionnaires or checklists. Ideally the 
interviews are planned and Systematised; that is, the same or related questions are 
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asked of each interviewee. (See Nunan (520, pp. 60—2) for transcribed examples of 
interviews.) 


Observation 
Mackay (515, p. 115) writes that “classroom observation is essential to furnish the 
evaluator with assumed important process variables that characterize the work in the 
classroom’. He discusses the preparation of appropriate observation sheets, suggesting 
seven headings under which to collect data. Mackay’s LOOT project evaluation seems 
impossibly ambitious, however. Long 4507) also discusses classroom observation and 
suggests a much reduced and more manageable set of classroom behaviours to observe. 
As well as the classroom processes, it may be possible to observe past students 
in Operation at work, to see whether their ESP course has prepared them effectively 
or not. 


Discussion 

One method used by the Brazilian team was class discussions on aspects of the ESP 
project, followed by a report from each class summarising what had been said. As 
well as being a once-and-for-all session reviewing all aspects of an ESP project, class 
discussion can form a regular part of the programme, the topic being, for example, 
a review of all the activities of the past week, the content of one particular part of 
the programme, for example speaking activities, or the general approach to methodology 
etc. 


Records 

Records form an essential part of the data for an evaluation exercise. Ideally, records 
of the project or programme will have been kept from the beginning. These include 
the original planning documents, statements of needs, aims and objectives etc. They 
can later be matched against subsequent developments. Other types of record, introduced 
specifically for evaluation purposes, include teachers’ lesson records, for example 
in the form of a checklist which can quickly be filled in after each lesson or each 
type of lesson being evaluated. Teachers and students may also be asked to keep diaries 
of their experiences on a course — to be presented, perhaps in edited form, to the 
class or just to the evaluator. Murphy-O" Dwyer (519) describes the use of diary keeping 
as a method for‘evaluating a teacher training course. Another type of record-making, 
more of a one-off class activity, is the writing of letters or postcards to real or imaginary 
friends describing aspects of the ESP course. 


Assessment 

Assessment traditionally includes tests and examinations, the evaluation of students’ 
projects, written work etc., the evaluation or assessment being carried out by teachers 
or evaluators. Brindley (482) investigates a wide range of procedures for assessing 
students’ ‘language gains over a course of instruction’ (Brindley (482, p. 1)) and 
suggests the involvement of the learners themselves in the process. Other ideas on 
student self- and peer-assessment are summarised in Lewcowicz and Moon (504, p. 47). 
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The above techniques may be employed by teachers, students or evaluators, that 
is, people who are temporarily or permanently outside the regular teaching and learning 
programme. Some techniques, for example discussion and some types of record- 
keeping, are clearly participatory and can form part or all of a regular class activity. 
Some types of observation, too, may be carried out by class members. Further, while 
all the techniques discussed may form part of a planned evaluation project, there is 
no reason for them not to be used in a more ad hoc way by individual teachers and 
classes. Murphy (518, p. 10) refers to the ‘growing acceptance of the ordinary teacher's 
capacity for action research — evaluation by another name’ so that the teacher may 
be more or less permanently conducting evaluation — into his or her own methods 
and into elements of the prescribed programme. As Alderson notes: ‘Evaluation is 
a crucial and integral part of the instructional process ... . As materials developers, 
ESP teachers or researchers we should be concerned continually with asking ourseives 
whether our courses are producing the effects we intend and if not, how we can improve 
or replace them for better effect’ (Alderson (381, p. 154)). 

An important consideration is the reliability of the evaluation instruments or tech- 
niques being used and the validity of the results. Celani er a/., in their very careful 
account of the Brazilian evaluation project, admit to some problems and smail doubts, 
but they had deliberately chosen a qualitative rather than a quantitative approach and 
noted in the beginning (Celani er al. (486, p. 9)) that ‘objectivity is impossible’. Long 
(507) acknowledges that we have to accept some crudity. 

One way of building in some cross-checking of results is by triangulation, that is, 
by targeting the same point by means of two or more techniques of evaluation, for 
example seeking information on an aspect of classroom methodology by means of 
observation, class discussion and a rating scale. Alternatively, information on the same 
point can be obtained from different sources, for example by administering the same 
questionnaire or interview to different types of respondent. This again suggests that 
the evaluation project must be manageable in size, without too many aspects being 
investigated at the same time. 


What happens next? 


What happens to the data collected during an evaluation exercise? How is it reported? 
Is it written up and, if so, who receives copies? What action is taken? It is important 
to have some answers to these questions before the evaluation is carried out. At the 
same time, however, it is essential to be prepared for unexpected outcomes to the 
evaluation. ' 

With formative evaluation, we might expect some modifications to be made to the 
course, the materials ete. Kennedy (499) describes some of the action taken with 
reference to the reading course in Tunisia: in response to students’ comments, more 
oral work was provided, and sunimary writing and some work on vocabulary was 
introduced. Some aspects of the methodology which students were not happy with 
were not altered, however, as it was felt that in time the students would become 
accustomed to them. Kennedy notes that the most illuminating feedback came from 
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students” comments on the success and failure of each unit. ‘These comments ‘often 
revealed genuine problems which, if not resolved, could have caused the failure of 
the course’. 

A summative evaluation will have a less obvious follow-up as the programme being 
evaluated will have already been completed. The design of future programmes, 
however, will hopefully be influenced by the results of the evaluation. In some cases 
new initiatives may be suggested. For example, the evaluation of an EST textbook 
in use in West Bengal, India, suggested that'what was needed was not modifications 
to the textbook (as had first been assumed) but a systematic programme of in-service 
teacher training (Robinson (525)). 


Testing 


ESP testing is a relatively neglected area. In 1983, Alderson and Waters wrote that 
‘only a limited number of articles have been published in the area of ESP testing .... 
No substantial body of experience, expertise or instrumentation appears to exist in 
the area of specific purpose testing and evaluation’ (Alderson and Waters (474, p. 41)). 
Six years later, Alderson writes: ‘It is rather sobering and perhaps depressing to note 
the minimal attention paid to testing within ESP... . Language testers, with very 
few exceptions, have ignored the ESP challenge, and there are very few papers, articles 
or books discussing testing in ESP’ (Alderson (467, pp. 87—8)). The ESP challenge 
derives from the fact that the ESP student has a definite target. namely adequate 
performance in a study or work situation. Both at the start and at the end of an ESP 
course we need to know how near a student is to achieving adequate performance. 
What type of test can measure this? 


Performance-based testing 


Language (and other) tests can be either norm-referenced or criterion-referenced. ‘A 
norm-referenced test score provides information about an individual's relative rank 
with reference to other individuals who have taken the test’ (Bachman (477, p. 248)). 
For criterion-referenced tests, on the other hand, ‘test scores are reported and interpreted 
with reference to specific context domain or criterion of performance. They thus provide 
information about an individual's mastery of a given content domain, or level of 
performance’ (Bachman (477, p. 248)). (See also Brindley (482, pp. 47—56)). Tests 
for general purpose English are typically norm-referenced, whereas those for ESP 
are typically criterion-referenced, although Skehan (527) suggests that criterion 
referencing is really only feasible when very narrowly defined job specifications are 
involved. One of the tasks of the ESP test designer is to determine the exact nature 
of the criterion, or, more probably, criteria, for judging adequate performance. This™ 
will require the assistance of experts in the specific work or study area that students 
are or will be involved in. 

Theoretically, an ESP test would consist of performance in a real-life situation. 
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This is normally not practicable, so what is more common is simulated real-life 
peformance. ‘In this case the entire testing situation is contrived, although in such 
a way as to represent what are deemed to be the pertinent aspects of the real-life use 
context’ (Wesche (534, p. 29)). A good example of this is given by Morrison and 
Lee (517), describing the use of a simulated academic tutorial as a testing device to 
identify first-year Cantonese Speaking students at the University of Hong Kong who 
might need extra help with English. ‘To simulate the atmosphere of teacher-led group 
interaction, it was decided to test students in groups of four or five, with one .., 
staff member playing the role of “tutor”, and two others Serving as non-participant 
evaluators’ (Morrison and Lee (517, p. 85)). The students were given material on 
general interest topics to read beforehand and then discuss in the ‘tutorial’, which 
was videotaped. Sample videotapes were evaluated by both language-teaching and 
subject-teaching staff, according to the students’ demonstrated proficiency in English, 
ability to communicate and academic potential. There was a high degree of agreement 
between the language-teaching and subject-teaching staff. 

Allison and Webber (475) give a good review of performance-based (or performative, 
as they term it) tests for communication skills courses for EAP. They support the 
use of performative tests ‘where the primary aim of the activity is to reinforce teaching 
and learning’, but are ‘less convinced of the advantages of performative testing for 
selection purposes, and specifically when recommending students for future courses 
of study’ (Allison and Webber (475, p. 199)). 

More complete, publicly available, examples of performance-based EAP tests are 
the British Council's IELTS (International English Language Testing System, formerly 
English Language Testing Service (ELTS)) test and the Associated Examining Board’s 
TEEP (Test in English for Educational Purposes) test, both designed to assess the 
amount of preliminary English language tuition needed by students planning to pursue 
tertiary-level or further education courses in Britain. Each test consists of sub-tests 
or tasks which replicate what students might be expected to have to do on their 
Subsequent courses of study. All four language skills are potentially tested. (There 
is some choice as to how many sub-tests candidates may take.) Details of both tests 
and sample papers are given in Weir (533), (See also British Council (483) and 
Westaway (535) for details of the test, and Coleman (489) for research on one 
component of the test.) Skehan’s review of the state of the art of testing (Skehan (528)) 
summarises reaction to the ELTS test. 

The TEEP test was based on extensive research into the needs of overseas students 
attending courses in the UK (see Weir (532)). The ELTS test, by contrast, is based 
not on empirical research but on the assumed needs of hypothetical typical students, 
following the model of needs identification given in Munby (82). Accounts of more 
recent experiences in the development of performance-based academic tests are given 
in Wesche (534), in relation to the Ontario Test of English as a Second Language, 
and Williams (536). See also St John (526) on the Joint Matriculation Board EAP test. 

Although the components of the tests referred to above may simulate academic tasks 
(for example, writing an essay using material from several authentic texts in a source 
booklet), the test designer may want to go further and try to isolate the constituent 
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sub-skills for such tasks. This is suggested by Low (508), describing the construction 
of a test which modelled the writing of a tutorial paper. Sub-tests, which modelled 
the sub-skills involved, included proof-reading, writing text from a pictorial input 
and writing text from note-cards (Low (508, p. 252)). 


How specific should the content be? 


The tests already referred to can be said to have valid content in terms of the tasks 
that the test candidates are required to perform. Another aspect of content is that of 
subject matter or topic. A key question in relation to ESP tests is how close the subject 
matter of a test should be to the students’ specialist discipline. Students are likely 
to demand that it be very close, in which case the test designer may wonder whether 
content knowledge may then compensate for linguistic deficiency. This issue was 
addressed by Alderson and Urquhart (472), (473). Summarising the results of the 
third and largest of their studies, Alderson (466, p. 28) writes that ‘what this study 
appears to have shown is that background knowledge does have an effect on text 
comprehension and test performance. The relevance to ESP testing is the apparent 
disadvantage some students suffer when taking supposedly neutral tests.” A problem 
with ‘parallel’ tests with different subject matter, however, is that true parallelism 
is difficult to achieve and to demonstrate. ‘There is no doubt that ESP test construction 
presents a host of problems which are avoided by the “one test” solution. This does 
not make the latter the best solution, merely the more convenient’ (Alderson (466, 
p. 28)). A move towards greater convenience has been made for the [ELTS test, which 
now has three parallel forms (life sciences, physical sciences and arts), whereas 
previously there were six (general academic, life sciences, medicine, physical sciences, 
social studies, technology). 

Clapham (487), reviewing research such as that of Alderson and Urquhart (472), 
(473), suggests that ‘language proficiency levels seem to play at least as important 
a role as background knowledge in the comprehension of reading texts’, but ‘background 
knowledge is not easily assessed’ (Clapham (487, p. 4)). Clapham's own research 
did not consider background knowledge as such, but asked whether choice of subject 
area had an effect on students’ reading success. Clapham interprets the results cautiously, 
but suggests that they indicate that just one academic module would be sufficient for 
IELTS from an empirical point of view. However, more should be retained, in order 
to preserve face validity. 

The above investigations have all focused on reading. Douglas and Selinker (492) 
and Douglas (491) report on research into field- and domain-specific testing of oral 
abilities. (See also Selinker and Douglas (208), (209)). 


Predictive validity 


The use of tests such as the ELTS test and the TEEP presupposes that some sort of 
correlation exists between linguistic proficiency and academic success, that a test of 
present linguistic performance can be the basis for a prediction about future academic 
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performance. There are two issues fo investigate here: the relationship between linguistic 
proficiency and academic success, and the selection of criteria for judging academic 
success. 

Rea (524), reviewing the literature, finds ‘varying degrees of association between 
language proficiency and academic performance’ (Rea (524, p. 145)). There are, of 
course, many factors which might contribute to academic success or failure, including 
general intellectual ability, financial stability, health and so on. As a result of her 
study of the University Screening Test (UST) at the University of Dar es Salaam, 
Rea concluded that the UST did have predictive power in that ‘students who score 
below a certain level on the UST stand a greater chance of failing in their academic 
subjects than those who score above this level’ (Rea (524, p. 152)). The issue is also 
examined by Graham (494), who argues that ‘while the research clearly shows that 
many factors other than English proficiency are important to academic success, there 
may be for each institution, or even for each program, a minimum level below which 
lack of sufficient proficiency in English contributes significantly to lack of academic 
success’ (Graham (494, p. 505)). 

Light et al. (SOS) and Low and Lee (510) address the issue of the criteria for judging 
academic success. A common criterion, against which language screening tests are 
referenced, is that of students’ grade point average (GPA). However, in the study 
by Light e7 a/. there was a low correlation between results on the language test (the 
Test of English as a Foreign Language (TOEFL) test) and students’ subsequent GPA. 
A greater correlation was found between TOEFL scores and the number of graduate 
credits earned. Light er al. suggest that ‘criteria for academic success other than GPA 
and credit hours earned should be examined; such criteria might include professors’ 
evaluation and students’ perceptions of their own success’ (Light er al. (S05, p. 259)). 
Investigation along such lines had already been carried out by Low and Lee (510), 
reported by Low (509), who makes the important point that ‘academic grades are 
standardly given for the academic content of a piece of work and in many cases the 
marker tries consciously to ignore problems deriving from the language in which that 
content is couched’ (Low (509, p. 164)). In Low and Lee’s study, content area lecturers 
used a questionnaire (which they themselves had helped construct) to record their 
reactions to the linguistic content of students’ assignments. These reactions were then 
matched with the students’ initial language test results. Some significant correlation 
was found, but Low and Lee are extremely cautious about building upon this. 


Non-EAP tests 


The discussion so far has focused on tests for EAP. Clearly there are tests for other 
areas of ESP, notably for English for business, such as the Business English Test 
($02) and the London Chamber of Commerce and Industry’s English for Business 
tests (506). Both offer a mixture of realistic tasks, and hence a measure of performance 
testing, and language-oriented activities, for example gap filling and answering short 
comprehension questions. 
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The London Chamber of Conumerce and Industry’s tests are Proficiency tests, which 
may be taken by individuals in order to gain a qualification. The Business English 
Test was prepared for training institutions to use as a placement test, for companies 
fo us€ as an assessment test and for both to use as an achievement test at the end of 
a course of instruction. It is banded or scaled (as are the ELTS and TEEP tests), with 
results being allocated to bands or scales which relate to job performance requirements. 
A description of the design of a placement test for banking staff, related to a performance 
scale, is given by Land (501). 

Candlin er al. (395) describe the extensive research which led to the development 
of materials for teaching communication skills to overseas doctors working in Britain. 
Another product of the research was the TRAB (Temporary Registration Assessment 
Board, later PLAB --- Professional and Linguistic Assessment Board of the UK General 
Medical Council) test, used as a screening measure for such doctors. It consists of 
a number of sub-tests, some of which measure linguistic proficiency, some medical 
knowledge and one, in the form of an interview, which involves an element of simulated 
doctor—patient interaction, which tests both linguistic and medical competence. 
Coleman (488) describes the design of tests for dentists. 

Alderson er a/. (470) is a report on proficiency testing for migrant professionals 
in Australia, giving extensive exemplification of different test types for the four language 
skills. 


The link between testing and teaching 


in their analysis of the reasons for the neglect of testing in ESP, Alderson and Waters 
(474. p. 43) discuss the influence of tests on teaching: 


This ‘washback’ effect of tests on teaching is a well-known and frequently deplored fact 
— teachers all too often teach to the test instead of doing what they feel to be best for their 
learners, regardless of the test. The negative aspect of washback has long been recognised. 
What has remained less noted is the fact that the washback effect is actually neutral as to 
good or bad — the test will exert an influence on the teaching regardless of whether it is 
a good or bad test. So if a bad test can have a bad effect on the teaching, a good test can 
have a good influence on the teaching. And since the test will always in our experience 
have some effect on the teaching, the simplest way to innovate in language teaching is to 
improve the test. 


The experience of Hughes (497), introducing a new test in English for academic 
purposes at an English-medium Turkish university, bears out what Alderson and Waters 
Suggest. “The test had a considerable impact on teaching and learning in the Foreign 
Languages School. It is my belief that this was due almost entirely to the fact that 
the test was criterion referenced and based directly on the English language needs 
of undergraduate students. In these circumstances, teaching for the test (which may™ 
be regarded as inevitable) became teaching towards the proper objectives of the course’ 
(Hughes (497, p. 145)). 
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Further discussion of the washback effect is given in Pearson (521), in a useful 
review of the relationship between teaching and testing. He suggests that one of the 
uses of a test is to give evaluation or feedback. ‘Here the washback effect is engineered, 
go that test results can help teachers, syllabus constructors, and the writers of course 
materials to change and develop both themselves and their materials’ (Pearson (521, 
p. 102)). Tests are thus part of the broader process of evaluation, which in itself 
contributes to the teaching and learning process. Corbett (490) mentions that one of 
the aims of a short oral interaction test used in the KAU project was to ‘encourage 
the students to think about their purpose in learning English, and their attitudes towards 
their English studies’ (Corbett (490, p. 171)). The test took place in class time and 
was to be seen as a routine part of the course. Finally, Holliday (495), in a discussion 
of ‘project work as an evaluation device’, shows how observation of a key classroom 
activity can be used to assess both students and teachers, and also the role and 
effectiveness of materials. 
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Chapter Eight 
The Role of the ESP Teacher 


The role of the ESP teacher is a controversial issue. A variety of interpretations will 
be presented here. An important point to consider, from the start, is that there is no 
single, ideal role description. ESP courses, and the institutions around the world which 
offer them, are so varied that there can be no single model for the ESP teacher. We 
can certainly find conflicting viewpoints about the qualifications and capabilities needed 
by the ESP teacher and of the tasks which the teacher is expected to perform. Good 
collections of viewpoints can be found in a special issue of the ESP Journal (vol. 
2, no. 1, 1983), devoted to teacher training and ESP, and in British Council (550). 

After reviewing the different jobs that the ESP teacher may be expected to perform, 
| shall consider the degree to which the teacher should be knowledgeabie about the 
students’ specialism. After that, I shall Jook at different kinds of team teaching and, 
finally, at teacher training for ESP. 


A job description for the ESP teacher 
What kind of person? 
Strevens (608, p. 41) writes: ‘Who is the ESP teacher? Almost always he or she is 
a teacher of General English who has unexpectedly found him/herself required to teach 
students with special needs. The experience is often a shock!’ Strevens goes on to 
suggest that the shock may be a mixture of the welcome and the unwelcome (Strevens 
(608, p. 42)). The shock may be unwelcome because the teacher’s training in English 
is more likely to be in literature than in language. For non-native speaking teachers 
of English, then, added to any doubts that they may have about their competence in 
the language, there is likely to be fear that they may not cope with their students’ 
areas Of specialism. Many native speakers may share the fear; others, however, may 
welcome ESP because they have qualifications, or at least a strong interest, in another 
discipline. In the KAU project in Saudi Arabia, qualified science teachers as well 
as ELT trained teachers were employed. 

Williams (614, p. 91) emphasises the personal qualities needed by the ESP teacher: 
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“At the chalklace, such personal attributes as enthusiasm, the ability to develop and 
administer a course, work-rate, rapport, and a knowledge of the students’ world are 
equally as important as the ability to write teaching materials or perform a Munbyian 
needs analysis.’ 

‘Knowledge of the students’ world’ is ambiguous, as it could cover both the students* 
culture and personal concerns as well as their specialism. A good teacher should surely 
be interested in all of these, as Adams Smith (539) scems to suggest. She identifies 
three qualities as being important for the ESP teacher, namely an interest in the students’ 
specialist area (or at least an open mind about it), an interest in the learners’ language 
and ‘a readiness to respect students, whether adults or near-adults, who have chosen 
a demanding profession about which they may already know a great deal more than 
their English teachers’ (Adams Smith (539, p. 38)). 

A good account of the knowledge and skills needed by the industrial language trainer 
is given by Lavery (588). Noting that ‘Industrial Language Trainer’ is the ‘fashionable’ 
term for ‘language teachers in industry’, he acknowledges that ‘it is difficult to draw 
up a profile of the “typical” language trainer’. However, ‘fluency in a foreign language 
is a prerequisite’, in order to be able to sympathise with the difficulties of the 
students, to achieve credibility as a professional instructor and to conduct business 
in the students’ country. Further, Lavery asserts that ‘knowledge of behaviour sciences, 
analysis of training needs, counselling, feedback skills and cost effective training 
planning are all vital in the transformation process from language teacher to industrial 
language trainer’ (Lavery (S88&)). 

Perhaps the key quality needed by the ESP teacher is flexibility: the flexibility to 
change from being a gencral language teacher to being a specific purpose teacher, 
and the flexibility to cope with different groups of students, often at very short notice 
(see Heyneman er al. (287)). 


The teacher’s roles 


First and foremost, of course, the ESP teacher is a teacher and many writers agree 
that the qualities of good teaching generally, and of language teaching specifically, 
are also required for ESP. Kennedy (586), referring to ESP teacher training, suggests 
that the principles ‘may be derived from educational, language teaching and ELT 
domains’, with only the exemplification of these principles being specific (Kennedy 
(586, p. 52)). Strevens (608, p. 44) writes: 


The methodologies of ESP conform to the same model of the language learning/teaching 
process as does any other form of language teaching. That is to say, the basic teaching 
activities are these: 

— Shaping the input 

— Encouraging the learner's intention to learn 

— Managing the learning strategies 

— Promoting practice and use. 


However, while in some situations the ESP teacher may be viewed as a ‘purveyor 
of information about the language and as [an] orchestrator of its acquisition’ (Swales 
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(609, p. 9)), in other situations “our task ts very often not so much a languatge-teaching 
one — many of the courses we are involved in are too short to enable a great deal 
of progress to be made in this direction — as teaching techniques or strategies* (Deyes 
(558, p. 58)). Deyes is referring here to training students in reading strategies, which, 
he suggests, involves getting students to perform a familiar task (reading) in a new 
way and for a variety of purposes. In order to do this, Deyes suggests that the ESP 
teacher must assume the role of ‘empathiser’, first secing things from the students’ 
perspective before leading them towards an ESP approach (Deyes (558, pp. 58—9)). 

As well as being a regular class teacher of language or strategies (or both), the 
ESP teacher may well teach individual students, especially when these are adults. 
Piotrowski (367), describing the use of the case method with business people, states 
that in addition to leading class discussions on the cases (which he or she will have 
previously selected and prepared), the teacher will also act as a consultant. This involves 
diagnosing each student's language and communication needs, discussing these with 
each student and planning individual programmes for improvement. The area of EAP, 
in particular, may involve a considerable amount of individual consultation work, 
for example helping students, and also academics, with the writing of theses and research 
articles. 

The ESP teacher does not only teach, however. Very often, he or she is involved 
in designing, setting up and administering the ESP course. Mackay (594, p. 58) notes 
the ‘integrated nature of the ESP activity. Virtually al] the tasks involved in planning, 
mounting, teaching, coordinating and administering may be required to be performed 
by one person or by a small number of people operating as a well-knit team.’ 

Some of these tasks will call upon very particular capabilities. Conducting the initial 
needs analysis, for example, may require considerable diplomacy in order to gain 
the information one needs, to gain access to the students’ work environment, to obtain 
authentic documents. Negotiating skills may be required when dealing with the students’ 
employers or sponsors, in order to gain acceptance for the kind of ESP course which 
one thinks the students need. Campany (553) suggests that ‘from the side of the language 
trainers, it is necessary to develop effective methods of communicating the nature 
and purpose of the programme to non-specialists’. 

In order to design the ESP course, the teacher needs to employ analytic techniques: 
whether linguistic, discoursal or ethnographic. In other words, the teacher/course 
designer should be able to select, ina principled way, the language items, or discourse 
features, or elements of the disciplinary culture which need to be taught. (See Chapter 
Three for a discussion of language analysis for ESP. See Swales (229) (230) and A.M. 
Johns (744) for discussion of disciplinary culture and the contribution of ethnography 
to ESP.) Having designed the course, the ESP teacher is then likely to be involved 
in materials preparation -- frequently under time pressure. Angela Lilley (591), 
describing a short course for bankers, refers to the ‘considerable organisation’ that 
was required to ‘prepare in advance a wide variety of materials .. . packaged according 
to level’ to enable tutors to ‘tailor the course to the students’ needs’. 

During the course, and certainly at the end, the ESP teacher is likely to be involved 
in evaluating and testing, quite often devising the tests as well as administering them. 


Presented by: httos://jafrilibrary.com 


Presented by: https://jafrilibrary.com 


82 ESP Today 


Finally, the teacher may well have to write reports on the students and on the course 
as a whole. In some cases, there will also be later follow-up consultations with some 
or all of the students, perhaps even a short refresher course. 


Problems 


A number of aspects of ESP teaching are seen as problematic. Some of these are 
problems within language teaching generally. Large classes, for example, common 
in many parts of the world, can be the norm both for pupils beginning the study of 
EGP and for university students following EAP courses. In addition, the classes may 
be of mixed ability. A particular problem for ESP course organisers may be deciding 
whether to group students by specialism, in which case classes may be exceedingly 
mixed in terms of linguistic level, or whether, at least at first, to group by language 
level. Even grouping by specialism, however, may not always be easy: different types 
of engineer, for example, may not always acknowledge that they have much in common. 
Classes held for the employees of a company may be exceedingly mixed in terms 
of both job specification and ability in and attitude towards language (see B.J. Robinson 
(601)). 

A third problem, generally considered to be more common in EGP but also found 
in ESP, is that of motivation. In many parts of the world, university students, for 
example, may not see the value of their ESP course, perhaps because they did not 
choose to study their specialism or because they know that they can in fact pass their 
subject examinations without a knowledge of English. Very often, university EAP 
courses are at the start of a student’s university career, and the student may not appreciate 
the value of the course until much later. 

A fourth problem, voiced by all types of teachers everywhere, relates to status, 
pay and conditions. What is an appropriate teaching load? How much preparation 
time is realistic? Lack of sufficient preparation time is a commonly mentioned problem 
among ESP teachers. The issues of status and conditions generally have been much 
discussed, particularly in relation to EAP and the provision of ‘service English’ in 
universities around the world. T. Johns (581) lists five problems, ranked in order 
of importance: low priority in timetabling (so that classes are at awkward times of 
the day or week), lack of personal and professional contact with subject teachers, 
lower status than subject teachers, isolation from other teachers doing similar work, 
and lack of respect from students. Johns concludes that the fundamental issue is that 
of professionalism: how far is the service English teacher viewed by others as a 
professional; how far do EAP/ESP teachers regard themselves as professionals? 
(T. Johns (581, p. 22)). See also Skeldon and Swales (606) and Swales (609). As 
Early (563, p. 44) notes: ‘The ESP teacher typically leads an uneasy existence housed 
in a curriculum unit which exists on the margin of the academic world. {t is not a 
situation which is conducive to a strong sense of professional identity.’ Rivers (599, 
' p. 66), urging that ESP/EST be ‘approached systematically by well-trained, or self- 
trained, specialized teachers’, suggests that, otherwise, ‘it will not gain the respect 
of specialists in other areas of foreign-language departments. It will then continue 
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to be fobbed off on junior faculty, or senior faculty with low registrations in courses 
in their own faculty, on the assumption that teaching language is teaching language 
and anyone can do it,’ 

A fifth and final problem area is found particularly in language training for business 
and industry. Here, short intensive courses are increasingly the norm, being seen as 
cost effective for the company and more manageable for the busy employees than 
longer extensive courses (see Pilbeam (597), Johnson (583)). The content may be 
very specific indeed, requiring a high degree of knowledge and skill from the teachers. 
The intensity of the course, possibly a sense of pressure and a desire to cram in as 
much as possible, may affect the teachers as well as the students. In addition, ‘the 
learner may already be exhausted before beginning the course because of pressure 
of work or too much travelling. If the course is held on-site in the company, the learner 
is Often distracted by his own work problems which may seem more important to 
him than the course’ (Johnson (583)). 


Possible solutions 


There is no easy panacea for any of the problems described above. A real solution 
to the problem of large classes requires both political and economic change at 
government level. The problems of impossibly mixed classes and very short preparation 
time also derive from economic, and perhaps also political, causes relating to the 
situation of the institution offering the courses. ESP teachers need to take a tougher 
attitude towards their conditions of employment, but the realities of the job market 
can make this a risky step to take. 

One thing that ESP teachers can do is to try to develop their professional competence. 
This may involve specialising in a particular discipline or profession, or undergoing 
further training, or carrying out research alongside one’s teaching. Kennedy (587), 
addressing ‘some recurrent problems in ELT and ESP’, argues for teachers to carry 
out ‘action research’: ‘| want to suggest that we should create conditions whereby 
the teacher himself undertakes research in his classroom which can feed back into 
his own teaching and so create the possibility for self-renewal so important for teaching’ 
(Kennedy (587, pp. 10—11)). As Kennedy notes, the teacher is normally ‘at the bottom 
of the decision-making hierarchy’, so that such action research (albeit smal! scale) 
helps to give the teacher some degree of control over his or her own professional 
life. Research leading to publications is urged by Swales (609, p. 12) and by A.D. 
Lilley (592, p. 192). 

Where an ESP operation is being set up for the first time, then appropriate structures 
and conditions need to be established from the outset. Adams Smith (540) and A.D. 
Lilley (592) both describe the setting-up of ESP/EAP units and their attempts to ensure 
their status and independence. 

Practical suggestions about dealing with some of the ESP teachers’ problems are 
given by Nolasco and Arthur (311) and Coleman (275) on the topic of large classes, 
and by Johnson (583) on the topic of intensive courses. Strevens (608), referring to 
‘the gap between the learner's knowledge of the special subject and the teacher's 
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ignorance of iC, recommends three techniques: ‘Become familiar with the ESP course 
materials’, ‘Become familiar with the language of the subject’, and “Allow students 
to put you right!’ (Strevens (608, pp. 42—3). These are not as easy as they sound, 
however. The first point is addressed in Chapter Six. The second and third 
recommendations are considered below. 


How much should the ESP teacher know of the 

students’ specialism? 

Conflicting views , 

‘I believe that ESP situations are infinitely varied and that no principle or practice 
of any significance can be valid for all of them‘ (Crofts (557, p. 147)). This perception 
certainly applies to the issue of how far the ESP teacher should be expert in the students’ 
specialism. There are conflicting views on the i$sue. and although various courses 
of action are suggested, none will apply to all situations. 

Several key variables should be borne in mind. First, a great deal depends on whether 
the students are experienced in their specialism or not. Are the students pre-experience, 
post-experience, or are they studying their specialism concurrently with English? In 
each of these three situations we might expect the students to have different views 
regarding the teacher's engagement with their specialism. Second, we must consider 
the sponsor’s requirements: in some cases these may include specific teaching of (aspects 
of) the specialism. Third, we should consider the students’ views regarding the role 
of the teacher and the nature of English language teaching. If the students expect that 
the teacher should be an authority, they may find it hard to accept a teacher who is 
forced to admit ignorance of their specialism. If the students believe that English 
language teaching should consist of practice in grammar and general vocabulary, they 
may well be, at the very least, disconcerted when the English teacher appears to be 
teaching their specialism. Finally, we must consider what help is available to the ESP 
teacher. Is an appropriate ESP textbook available? Is the teacher working alone or 
is there an ESP team, able to share in the needs analysis, the syllabus design and 
the materials preparation? Are there helpful specialist informants around for the ESP 
teacher to consult? Has the teacher cnough time to learn something of the students’ 
specialism? 

Strevens (608, p. 42) recommends: ‘Become familiar with the language of the 
subject’, and refers to the ‘educated layman’, Is this possible, 1s it appropriate? Adams 
Smith (539, p. 38) writes that ‘some of the finest ESP teachers I have met could probably 
pass their students’ subject area examinations very creditably’. However, Abbott (537, 
p. 35) asks: ‘How many disciplines can the EST teacher be expected to acquire a 
“layman’s outline knowledge” of? To what level should the teacher strive in each 
of these? Would such a level of knowledge be achievable? Yet mightn’t a little 
knowledge be a dangerous thing?’ B. Robinson (600, p. 32) suggests that ‘for the 
pre-university ST student and the student technician, the EST teacher will need a grasp 
of sub-O level concepts (surely no great imposition for a postgraduate teacher): the 
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modes of thought of science he has to some extent already, as they only differ in degree. 
not quality, from those of other Western academic disciplines of which applied 
linguistics is one.” Greenall (569, p. 24), however, asks: ‘Can the EST teacher be 
expected to absorb the values and symbols of science without the thoroughgoing training 
which scientists have?’ He attacks the ‘bicycle pump syndrome’ and the temptation 
for the EST teacher and course designer ‘to choose what he himself understands’ 
(Greenall (569, p. 25)). 


What the research shows 


A pioneering piece of research which addresses the issue of the ESP/EST teacher's 
knowledge of the students’ specialism is Selinker (205). He observes that ‘teachers 
seem to be put into one teaching situation after another which is clearly untenable, 
such as having to teach students to read subject-matter material which we ourselves 
have trouble in understanding’ (Selinker (205, p. 190)). Selinker demonstrates that 
‘for ESP teachers to understand a scientific text properly, they would need to know 
the concepts and presuppositions involved. Ignorance of these means that the text as 
a whole is not understood. Attention is then likely to be devoted to lower level features 
of grammar and vocabulary. However, these may not be properly understood either, 
as their role in the overall discourse (and in the scientific area generally) is not 
understood. Selinker comments that in some cases ‘reliance on conventional linguistic 
wisdom proved misleading, if not inaccurate’ (Selinker (205, p. 205)). 

Smaller scale research by White (613) and Zuck and Zuck (254) has similar findings 
to Selinker. White and Zuck and Zuck found that language teachers and subject 
specialists interpreted specialist texts differently and set different comprehension 
questions on them. The language teachers tended to focus on low-level issues and 
to be concerned with the identification and reproduction of facts. The specialists, 
however, were more concerned with interpretation, White's informant commented 
that the text under consideration (a legal text) should not be ‘viewed in isolation’, 
each text being ‘part of a large body of related information’ (White (613, p. 12)). 
Whereas White (the language teacher) had set several comprehension questions on 
the text, the specialist had set only one and in fact was more likely to test students’ 
understanding by giving them a problem to solve. 

Classroom-based research is reported on by Arnold (542), describing an attempt 
to relate the science content of ESP to scientists’ judgements of the validity of the 
content as science, Tape recordings of ESP classes were played to subject specialists 
and a textbook was evaluated. It was found that ‘some of the examples introduced 
into the lessons were scientifically-speaking imprecise (or just plain wrong!) and usually 
relying upon layman’s notions of terms, or half-remembered secondary school teaching’ 
(Arnold (542, p. 2)). The textbook, too, was thought to present an imprecise, layman's 
view of science. Some of the errors which occurred were due to the textbook; others 
occurred when the students asked questions about content which the teacher was unable 
to cope with. Arnold further notes that ‘it is extremely difficult for a non-specialist 
to know which level to pitch his explanation at’ (Arnold (542, p. 4)). 
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Accounts of experience 


Despite awareness of the problems discussed above, a number of ESP practitioners 
would seem to share the views of Scott-Barrett (602), who writes that: ‘Undoubtedly, 
a knowledge of the technical area will be of great help to the language trainer. However, 
it is not a pre-requisite for successful technical training." Scott-Barrett suggests that 
a needs analysis for technical students reveals ‘that in terms of skills and micro-skills, 
there are many overlaps with other, non-technical, areas of language training for 
industry. Therefore an experienced trainer will be able to transfer the ideas and strategies 
s/he has used with other learners in other fields to the teaching of technical English’ 
(Scott-Barrett (602)). The chief value of experience and of knowledge of the students’ 
specialism is to give the teacher confidence, 

Lack of confidence is one of the ‘real difficulties’ addressed by Sheerin (603), 
referring to classes with experienced doctors. She shows that with careful preparation, 
and access to relevant reference material, it is possible to cope, She acknowledges, 
though, that ‘it is useful to have a final line of defence in the shape of an English 
doctor whom the teacher can consult towards the end of the course on any problems 
that have arisen and that the teacher and the doctors together could not solve’ (Sheerin 
(603, p. 40)). Sheerin notes that many of her imagined difficulties did not arise. She 
was able to understand the technical material sufficiently and found that the majority 
of errors made by the doctors were of general English. The ‘specialist errors’ were 
usually recognisable to the teacher and could in most cases be resolved using reference 
materials (for example specialist dictionaries), Sheerin cautions that ‘in attempting 
to improve one’s specialist knowledge in one small area, it is very important not to 
lose sight of or underestimate the importance of one’s role, which is that of language 
teacher and not medical specialist’ (Sheerin (603, p. 41)). 

In some situations, however, for example that of Chirnside (338), ‘a sizeable amount 
of subject information has to be provided . .. students’ motivation is powerfully and 
exclusively instrumental, resulting in resistance to and sabotage of overtly linguistic 
activities’ (Chirnside (338, p. 141)). The students referred to were second-year 
university students, following the English course concurrently with their specialist 
studies (nursing). Chirnside does not discuss what difficulties, if any, she had with 
the content of the ESP materials. The units of the materials consisted of the following 
Stages: input, feedback, reproduction and expansion. In the input stage, the focus was 
on content. ‘The students believe that they are seeking information, as indeed they 
are. This use of text as an information source makes the input stage highly com- 
municative ... linguistic models are not presented by the teacher, nor indeed will 
a rigid selection of models have been made for the students’ (Chirnside (338, p. 143)). 
Language work comes in the feedback stage, but this stage also involves ‘recap of 
the salient features’ of the content. The teacher must then be ‘in command of the 
information content’ in order to ‘possess the flexibility which is essential to assess 
the content correctness of student utterances’ (Chirnside (338, p. 144)). A time lapse 
was needed between the feedback and the reproduction stages in order to avoid student 
boredom, because both stages dealt with the same information content. 


Presented by: https://jafrilibrary.com 


Presented by: https://jafrilibrary.com 


The Role of the ESP Teacher 87 


Student boredom with familiar content is one of the problems mentioned by Crofts 
(557) in an excellent discussion of his experience in a variety of ESP teaching situations. 
‘When students are very familiar with a topic, they will be bored with any treatment 
of it as not familiar, and they will tend to draw on their existing knowledge rather 
than on the information or point of view presented in the ESP materials’ (Crofts (557, 
p. 147)). In these cases, the students may well know more about their specialism than 
the ESP teacher and it may be possible to observe Strevens’ injunction: ‘Allow students 
to put you right! Do not be above letting the students correct your solecisms in the 
subject’ (Strevens (608, p. 43)). However, Crofts’ ‘sad experience’, when asking 
students to explain points, was ‘that usually either none of them can, or they disagree 
with each other, or they give an explanation that seems wrong and later is found to 
be wrong’ (Crofts (557, p. 148)). 


Practical suggestions 


Crofts suggests that ‘the ESP teacher’s most acceptable and effective role, in addition 
to that of pure language teacher, is not as a pseudoteacher of subject matter students 
have previously learned or expect to learn in their specialist studies or occupations, 
but as a teacher of things mor learned as part of courses in these specialisms’ (Crofts 
(557, p. 149)). 

One approach is to teach some of the background to the students’ specialism, material 
that the specialist lectures assume, often wrongly, to be already known to the students. 
A similar suggestion is made by Hutchinson and Waters (156). They suggest that foreign 
students entering British tertiary-level colleges need to be taught the layman's science 
that the college lecturers will build upon in their classes. A second approach is to 
get the students to try to apply the theories which they have studied to practical situations 
and problems. Third, the ESP teacher may take material which is known to the students 
but present it from a different viewpoint. Finally Crofts suggests focusing on the 
metalanguage of ELT (the teacher’s or the textbook’s explanations and instructions) 
as an instance of language use, but using the methodology of the students’ specialism, 
This suggestion is similar to that advocated by Widdowson (326). 

Webb (612), referring to the ESP teacher ‘coming under fire in turn from subject 
matter teachers, specialists, and at times his own students’, writes of ‘a “no-man’s- 
land”, claimed by neither linguists nor subject specialists, across which we must lead 
our students’. Some ESP teachers realise that certain essential knowledge is not taught 
by the specialists, for example awareness of the importance of safety procedures in 
the laboratory or workshop (see Burkart (551)), or the need for appropriate dress (see 
Crocker and Swales (403)). 

All the above suggestions clearly require some preparation and knowledge on the 
part of the ESP teacher, even if they do not require the teacher to be an expert in 
the students’ specialism. As Scott-Barrett (602) notes: ‘The greatest contribution which 
the client can make to the development of a successful training programme is time.’ 
In addition, the client (or sponsor) should provide the ESP teacher with ‘as much 
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relevant documentation as possible in advance — e.g. product brochures, technical 
specifications, instruction manuals, etc.’ (Scott-Barrett (602)). This documentation 
is essential both for the development of teaching material and as a source of knowledge 
for the teacher. Reed (598). referring to a course to enable French technical instructors 
to be able to explain the workings of agricultural equipment in English, writes that 


‘two English teachers would receive a week's general training, in French ... on the 
technology and operation of tractors and agricultural equipment . . .. One teacher would 


make a visit to the company’s agricultural branch in England, to learn about its 
operations and to collect documentation’ (Reed (598)). 

Above all, however, it seems that what the ESP teacher must do is collaborate in 
some way with content specialists. There are various kinds of collaboration. These 
are discussed next, under the general heading of team teaching. 


Team teaching 


An overseas student's failure to keep pace with his course or with his research ts Tarely 
attributable to ‘knowledge of the subject’ or ‘knowledge of the language’ alone: most often 
these factors are inextricably intertwined. If their work is separate, it is difficult for the 
subject teacher, and even more so for the language teacher, to take account of that 
intertwining. In the triangle of which the three angles are the student, the subject teacher, 
and the language teacher, each needs a certain type of assistance and feedback from the 
other two (Johns and Dudley-Evans (582, pp. 7-8))- 


The solution proposed by Johns and Dudley-Evans, and others, for the kind of situation 
referred to above is team teaching. This is generally discussed in the context of 
university level ESP/EAP, but some instances of it in other contexts, for example 
banking (Angela Lilley (591)), can be found. There are several different types of team 
teaching, although each type shares some features with the others. ] shall first consider 
the type which involves two teachers (the ESP teacher and the specialist fecturer) being 
present in the classroom together. Then I shall consider subject -language integration, 
which may involve only one teacher teaching at a time. Next, after a brief consideration 
of North American types of team teaching, I shall look at a variety of more limited 
examples of collaboration and co-operation. 


Two teachers together 


A pioncering and much discussed case study of team teaching with both the language 
and the subject teacher present in the classroom together is that of Johns and Dudley- 
Evans (582), They describe a pattern which they devised at the University of 
Birmingham whereby over two terms each year, in several departments, a weckly 
class was taught jointly by either Johns or Dudiey-Evans (as language teachers) and 
a subject specialist. In the first term, the focus was on lecture comprehension: in the 
second, on writing examination answers. For a number of the lecture comprehension 
sessions, the language teacher arranged for a specialist lecture to be recorded. He 
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was not present during the recording, but listened to the tape afterwards and prepared 
a worksheet on it. The team-taught session focused on the students’ answers to the 
worksheet questions, with the lecturer who had actually given the lecture being present 
to cope with issues of content, and the language teacher to help with language points. 
In the second term, the specialist lecturer involved selected examination questions. 
He could then discuss his expectations in terms of the content of the answers, while 
the language teacher could help with linguistic and thematic structuring. These team- 
taught classes were an addition to the normal timetable and were restricted to ten to 
twelve of the linguistically weakest students in each department. Johns and Dudley- 
Evans give extensive examples of their: ‘materials, which contain useful ideas even 
for sessions taught by the language teacher alone. 

Other examples of such team teaching are described by Guezguez (570), referring 
to a course On computing and English; Jackson and Price (578), referring to a course 
in communication skills for engineers; and Chamberlain (554), referring to a basic 
course in the language of mathematics. However, in these three cases the courses 
were self-contained, whereas those described by Johns and Dudley-Evans were adjuncts 
or back-up to other classes. For the course taught by Jackson and Price, both the 
engineer and the language teacher were present in the twenty sessions taught over 
two terms, either of the teachers initiating a topic and developing it. In Chamberlain’s 
case, the maths/engineering specialist (who had ESP experience) wrote the course 
and took on the task of ‘initial presentation and organising activities ... he was really 
to be in charge .... The task of the language teacher was ... to act as a constant 
check to see that any questions or problems of structure, vocabulary, or pronunciation 
were given immediate attention’ (Chamberlain (554, p. 107)). 


Subject~language integration 


Subject~-language integration refers to a situation where there is normally only one 
teacher present in the classroom, who is then involved with both language and content. 
The material being taught, however, has derived from some earlier collaboration 
between language teacher and subject teacher. The term is used by Dudley-Evans (559), 
relating his attempts to replicate the team teaching situation of Johns and Dudley- 
Evans (582) in Singapore. It was not possible to have language and subject teachers 
together in the same classroom because of the teachers’ heavy teaching load and some 
subject teachers’ fear of being observed by a language specialist. As in Birmingham, 
Dudley-Evans worked on listening and writing. He recorded some live lectures in 
the subject departments and then prepared worksheets on these, which were checked 
by the subject lecturers. The students worked on the lectures in the language laboratory. 
For the writing, Dudley-Evans and the subject lecturers jointly planned assignments, 
which Dudley-Evans then worked on with the students. The finished assignments were 
marked by both the language teacher and the subject teacher. 

Earlier examples of subject—language integration, cited by Dudley-Evans (559), 
are by Ivanic (577) and Henderson and Skehan (573). Ivanic and her colleagues were 
fortunate in that collaboration between subject teachers and language teachers was 
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formally supported by the institution (a UK college of further education) and language 
teachers were members of content course development teams. However, Ivanic 
comments that the principle of subject—language integration ‘is very untidy in 
Practice .... Pay schedules do not allow for two teachers in one classroom’ (Ivanic 
(577, p. 49)). Ivanic describes various modes of integration, which could involve the 
language teacher taking some responsibility for teaching content or the subject teacher 
becoming involved with language work. After the ‘intensive collaboration’ over 
materials preparation for one course, English for Dressmaking, the two teachers 
involved ‘now feel that either of them could teach the course independently’ (Ivanic 
(577, p. 63)). 

The course described by Henderson and Skehan (573), and also Skehan (605), 
involved the teaching of both English and introductory economics to groups of students 
from Iran. The two teachers involved planned the course together and met frequently 
to review progress. ‘A common body of materials was covered by the two teachers 
working in the fixed order of (1) self study to (2) English class to (3) economics class’ 
(Henderson and Skehan (573, p. 44)). On some occasions new economics content 
was first presented in the language class and Skehan (605, p. 23) observes that ‘the 
traditional distinction between specialist (economics) teaching and language (English) 
teaching was blurred’. 


North American approaches 


Most of the work so far discussed has emanated from Britain. Other related and very 
interesting work has developed in Canada and the USA. Some of the approaches are 
part of the Language across the Curriculum movement (LAC), where content classes, 
mainly for native speakers of English. contain some language work. LAC methods 
and materials can also be used for non-native speakers, both in EGP and in ESP classes. 

Shih (604) gives a very useful review of content-based approaches to academic writing 
in an ESL situation in the USA. Some of these approaches involve the language teacher 
in the teaching of content; others involve back-up work in support of separate content 
classes. Shih outlines five different approaches (Shih (604, pp. 632-—3)). 

The first approach is ‘topic-centered modules or minicourses’, involving all the 
language skills, and with the focus on comprehending new content. This presupposes 
some content knowledge on the part of the language teacher, or at least a willingness 
to acquire some. ‘Topics with the greatest potential to hold student interest may not 
also be areas in which ESL instructors are knowledgeable’ (Shih (604, p. 635)). 

The second approach is ‘content-based academic writing courses’, that is, 
‘composition courses organized around sets of readings on selected topics’. Specialist 
lecturers can help here by providing topics for students’ written assignments, and by 
commenting on the content of the finished assignments. 

The third approach involves ‘content-centered ESP’ courses, another term for which 
is ‘sheltered’ courses, in which specialist material is taught to classes consisting 
exclusively of ‘at risk’ non-native speaking students who have been taken out of the 
full specialist class. Shih reports that any of the following may apply: subject-area 
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instructors teach the course, language teachers who happen to have the necessary content 
knowledge are employed, team teaching ‘is used, materials aimed at a general or lay 
audience are used (Shih (604, pp. 638~—9)). 

The final two approaches involve back-up or adjunct language work, linked to selected 
specialist courses. This may take the form of classes which run parallel to the specialist 
subject class. Alternatively, individual consultations between language teacher and 
student may be arranged. Shih writes that for the adjunct classes ‘what is needed, 
minimally, is cooperation from subject-area instructors and ESL faculty willingness 
to step into subject-area classrooms and keep up with class events’ (Shih (604, p. 640)). 

A detailed account of an adjunct programme is given in Snow and Brinton (607). 
In addition they provide formal evaluation of their programme, something lacking 
in all the other cases I have discussed. Snow and Brinton emphasise that much 
consultation and discussion is needed between language and content teachers. 
‘Throughout the instructional period, weekly meetings are scheduled to ensure continued 
cooperation between the two teams of instructors’ (Snow and Brinton (607. p. 559)). 
Also vital to the success of the programme is adequate financial and administrative 
support. 


Co-operative teaching 


Co-operative teaching (Adams Smith (538)) is a useful term for smaller-scale 
collaboration between language and subject teachers than that of some of the cases 
described above. Adams Smith suggests that ‘there are massive difficulties in the way 
of establishing real team teaching between disciplines as dissimilar as English and 
biochemistry or mechanical engineering, among them being near-total mutual 
incomprehension of purpose, subject matter and pedagogical approach, together with 
conflicting schedules, different commitments to research, and problems of basic attitude’ 
(Adams Smith (538, p. 76)). 

Adams Smith describes a very interesting series of ‘limited teaching situations’ 
which as well as motivating students seems to have motivated the specialist lecturers 
to welcome more contact with the language unit. One pattern was for the language 
teachers to show specialist content films, backed up with worksheets. At the first 
showing, the focus was on comprehension and language work. At the second showing, 
a specialist lecturer was present, to answer questions of content and to relate the content 
to current research. Subsequently, the specialists took the students on visits to their 
departments and laboratories. Other limited teaching situations involved the study of 
reading materials suggested (or requested) by the specialists, guest lectures, note-taking 
on regular lectures and joint oral examining of students by specialist and language 
teachers. 

Further examples of co-operative teaching are provided by Morray (595), Hansen 
and van Hammen (571), Gee er al. (568) and de Escorcia (564). In the South American 
situation (that of de Escorcia), ‘full team teaching’ (in the sense of two teachers being 
simultaneously present) may be inappropriate because the specialist lecturer's English 
is not good enough. In this situation, the pre-class co-operation will be conducted 
in the local language. 
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A very good set of practical suggestions for contacting and co-operating with content 
lecturers is given by Brennan and van Naerssen (548). They focus on informal rather 
than formal means of contact. Among other things, they videotaped a content lecture 
and then, with the students, compared the language teacher's notes on the lecture with 
the lecturer's notes, taken when he viewed his own performance on video. The students 
made two sets of notes: during the live performance of the lecture, and when watching 
the video. In other cases, the language teachers were able to obtain model answers 
for student assignments from the subject lecturers. Whereas in many cases it was the 
language teachers who made the first move, in others the subject lecturers approached 
the language teachers, who then sometimes had to ‘press the content lecturer for more 
background ... in order to pinpoint more precisely the problems’ (Brennan and van 
Naerssen (548. p. 203)). | 


Benefits of the approaches described and conditions for their success 


The above discussion of team teaching may imply that it is the ESP teacher who has 
most to gain, However, there are many ways in which the subject specialist may benefit 
and, as a result, the student too. Dudley-Evans (561, p. 25) summarises the benefits 
of team teaching as follows: 


1. The student is given the opportunity to see how well he is measuring up to the 
requirements of his department, and to catch up on work not fully understood. 

2. The language teacher is able to see at first hand what difficulties the students are 
having with their subject course, and to learn a little of the way communication 
takes place in a given subject. 

3. The subject lecturer receives feedback on how well he has been communicating 
with his students. 


Johns and Dudley-Evans (582) observed that some, although not all, of the subject 
lecturers involved began to make improvements in their lecturing style. Skehan (605, 
p. 27) suggests that ‘subject specialist teachers may be partially trained in sensitivity 
to language use (in terms of form, function and lexis)’. More specifically, Ivanic (577, 
p. 53) writes that the language teacher can ‘advise the subject teachers on the wording 
of their examination questions and handouts. This has led not only to more realistic 
reading demands for the students but also to a greater understanding on the part of 
the teachers of the difficulties caused by the language of the subject.’ 

A further benefit of team teaching, noted by Jackson and Price (578, pp. 40—1) 
and Chamberlain (554, p. 107), was that the interaction between the two lecturers 
created a higher level of involvement among the students, helping to overcome their 
fear of asking questions and of engaging in discussion. 

The key requirement throughout is communication: communication between and 
among all members of the triangle formed by students, ESP teachers and subject 
specialists. However, as Chamberlain (554, p. 101) points out, when considering the 
ESP teacher's institutional isolation (see the discussion on page 82), too often language 


teachers do not communicate enough among themselves. 
i] 
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In some cases, it might seem that what has been found out through team teaching, 
especially co-operative teaching, should have been found out at the needs analysis 
stage. However, there is not always enough time to carry oul a sufficiently detailed 
needs analysis before the start of a course, and it is often difficult to obtain the 
information desired. Once a course has started and the students are around, perhaps 
even coming into contact with the subject specialists, problems can become apparent 
— but then so too can a desire to do something about them. The ESP teacher often 
has to be patient, to work at a gradual building up of contacts and human resources. 

An important first condition for successful team teaching of any type is that both 
specialist department and language department (or individuals in each) recognise that 
there is a problem and that some form of collaboration is needed to help solve it. 
Johns and Dudley-Evans (582, pp. 21—2) suggest that a ‘clear framework’ must be 
‘agreed in advance for the pattern of activities, and the responsibilities of each side 

. defined’, In addition, they ‘attempted to reduce intrusion on the subject-teachers 
to a minimum, while exploiting the help they could give us to the maximum’. Finally, 
they suggest that it is important that the group of students is homogeneous --- in terms 
of language level as well as specialism. 

Henderson and Skehan’s case (573) is probably rather unusual in that their course 
“was the central concern of all the teachers involved: indeed in terms of organisation 
they were as accountable to the Course itself as to their own university department’. 
In addition, both lecturers involved ‘could claim some expertise in the speciality of 
the other’ (Henderson and Skehan (573, p. 41)). Skehan in fact suggests that ‘we may 
reach a stage where ESP teachers are generally expected to have introductory knowledge 
of two or three subject areas’ (Skehan (605, p. 26)). Other writers, however, suggest 
that subject—language integration is most appropriate when the students are at a low 
level in the specialism, so that the language teacher can soon cope with the content. 
Examples are some of the cases described by Ivanic (577), and the course described 
by Houghton (576), which was the same programme as the course described by 
Henderson and Skehan (573) and Skehan (605). 

Ultimately, the issue we are involved with here would seem to be that of autonomy, 
as Arnold (543) suggests. He argues that, to achieve effective teaching in the ESP 
situation, ‘it is absolutely crucial that both the subject specialist and the English teacher 
should be prepared to give up some of that autonomy which has traditionally been 
held to be theirs’ (Arnold (543, p. 7)). Each needs the advice and guidance of the 
other and will never be truly effective without it. 


Teacher training 


Just as ESP situations and institutions vary widely, so too do types and methods of 

teacher training for ESP. Around the world we can find pre-service and in-service 

courses, courses for new graduates and refresher courses for experienced teachers. 
Some courses will retrain teachers of EGP, or even teachers who have taught subjects 

other than English. Some courses will be in-house at a language school or ESP centre; 

others will be conducted in a university or college teacher training department. 
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The first issue to consider is whether the course should be general or specific. 
McDonough (593), reviewing the options, refers to ‘narrow-angle’ and ‘wide-angle’ 
courses, and goes on to describe a wide-angle course. This would seem to be appropriate 
when the trainees are from a variety of backgrounds and teaching situations, or, as 
in the case of many pre-service trainees, do not yet know where they are going to 
teach (see Harmer (572)). Some courses, however, particularly in-house courses and 
some refresher and retraining courses, may be tied to particular types of students and 
particular specialisms, and so can be narrow angle. The short refresher courses described 
by Dudiey-Evans (408), for example, were very specific, being designed to help 
Egyptian teachers work with a particular ESP textbook. 

The second issue to consider is whether a wide-angle course is in fact any different 
from a general EFL/ESL teacher training course (see Kennedy (586)). There seems 
to be a widespread opinion that, if possible, the ESP teacher should at least have the 
same training input as any teacher of EGP, the question then being whether the ESP 
teacher needs something additional. Certainly the ESP teacher needs to develop the 
same knowledge and awareness of educational and pedagogical issues as any other 
teacher. Houghton, referring to the role of the language teacher in team teaching 
situations, suggests that ‘the language adviser will need to make use of learning and 
pedagogic theories in his contribution to the solution to problems. Thus he must be 
a competent teacher with an interest in education and learning theory as well as ESP’ 
(Houghton (576, p. 32)). Several of the ESP teacher training courses described or 
suggested in the literature seem to be extremely well! designed courses, applicable 
not just to ESP but to language teaching generally (see, for example, Harmer (572), 
Kennedy (584), de Escorcia (565) and, above all, Ewer (566)). 

Some ESP teacher trainers advocate an ESP approach to designing the training course, 
that is, the use of needs analysis and a precise specification of objectives (for example, 
Kennedy (585), Calderbank and Holliday (552)). This ESP approach is particularly 
apparent in the attention to the study skills and language needs of non-native speaking 
trainees. 

{f the ESP teacher training course contains more than the EGP teacher training course, 
however, what will the extra components consist of? A good set of headings under 
which to consider this issue is provided by Ewer (566, p. 10) when he lists the diffi- 
culties which a teacher of EGP may face when transferring to ESP. Ewer suggests 
that the difficulties are the following: attitudinal, conceptual, linguistic, methodological 
and organisational. Let us consider each of these in turn, 

By attitudinal difficulties, Ewer refers to the fact that the traditionally arts or 
humanities trained teacher of English (who may also have studied English literature 
rather than English language) may have a very negative attitude to science. (We might 
extend the meaning of ‘science’ to include anything outside the humanities.) An 
important function of the teacher trainer, then, will be to try to overcome the trainees’ 
dislike (or even fear) of science. A good way to do this is to involve the trainees in 
scientific activity in a small way, for example by having them observe and meet 
practising scientists, by putting them in the role of students and teaching them some 
scientific material, or by getting them to conduct a small-scale experiment or other 
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practical activity. A by-product of this practical work may be new insights for the 
trainees about ESP methodology. Holmes (574), describing a short course for Egyptian 
teachers, the main aim of which was to build up their confidence when dealing with 
scientific material, gives a good example of such a practical approach. The course 
helped the teachers overcome not only their attitudinal difficulties but also their 
conceptual difficulties, by giving them ‘an appreciation of what science is about and 
how scientists work’ (Ewer (566, p. 10)). 

Several ESP teacher trainers refer to the necessity to help trainees with linguistic 
difficulties. This is discussed in a general way by Kennedy (584, pp. 44-5). Others 
address the situation whereby ESP students and teachers often have to cope with longer 
texts than are found in EGP classrooms. For example, Akermark (541), while cautioning 
against creating ‘a mystic aura around the teaching of ESP/EST’. suggests that trainees 
might need ‘extensive practice in adapting “heavy” chunks of . . . technical descriptions 
in service manuals to effective teaching points’ (Akermark (S41, pp. 40. 41)). Good 
practical training in linguistic analysis for ESP teacher trainees is described by A.M. 
Johns (579) and Tarone (611). Johns trained the Chinese ESP teachers with whom 
she was working to do textual and discourse analysis of their own ESP textbooks. 
In this way, they were able to generate data for practical classroom work and, at the 
same time, to produce research papers on their analyses. Tarone, working with native 
speaker trainees, suggests that they need training as field linguists on registers of 
English. ‘Our trainees tend to rely on their own intuitions as native speakers too much, 
and at first fail to realize that their intuitions may not be accurate for STE [scientific 
and technical English] .... What this means is that even greater emphasis needs to 
be placed in our program on background information relating to language variation, 
and the way in which structures and items may be used differently within different 
fields or vocations’ (Tarone (611, p. 69)). 

Under methodological difficulties, Ewer includes problems arising from the age 
of the students (older than many EGP pupils), new classroom methods (perhaps related 
to students’ disciplines) and new attitudes to error (more tolerance being shown than 
in the past) and to evaluation (employed more frequently than in the past). Abbott 
(537), however, cautions against following new ‘orthodoxies’ too enthusiastically and 
suggests that teacher training programmes for ESP must vary from country to country 
and situation to situation. Thus methodological training will vary from situation to 
situation and in some places ‘older’ approaches will be more appropriate. 

A good way of providing training in methodology for ESP teachers is to involve 
them in materials production. This is advocated by Baumgardner et al. (S45), who 
suggest that ‘the writing of materials is a very important aspect of teacher training. 
It ensures that teachers will become more involved in the work of the course and will 
as a result teach the course materials with more understanding and confidence’ 
(Baumgardner ef al. (545, p. 147)). 

Finally, Ewer refers to administrative difficulties: ‘a substantial proportion of EST 
teachers will, as supervisors, have to cope with administrative problems for which 
their conventional training has entirely failed to prepare them’ (Ewer (566, p. 10)). 
This important issue is addressed by Swales and L’Estrange (610), who describe a 
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short course in ESP administration, using a case study approach. At the time of their 
article (1983), attention to administrative training for students on graduate courses 
in TESOL of any type was rare. Now (1990), it is a little more common. Given the 
many roles of the ESP teacher which have been referred to in this chapter, training 
in management and administration would scem to be a valuable part of an ESP teacher 
training course. 


Conclusion 


Being an ESP teacher is not easy. One of the prime requisites would seem to be 
flexibitity --- and a willingness to try new approaches and methods. Whatever the 
training that is given to an ESP teacher and whatever the situation, it is probably the 
case, as Strevens suggests, that ‘becoming an effective teacher of ESP requires more 
experience, additional training, extra effort, a fresh commitment, compared with being 
a teacher of General English’ (Strevens (608, p. 43)). 
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Chapter Nine 


Issues and Approaches in Business English 
and in English for Academic Purposes 


Business English 
Introduction: what is business English and who needs it? 


Business English, a term used in many publishers’ catalogues for a subset of ESP 
books, caters for a multitude of users and activities, among whom there can often 
be very little similarity. Business English courses and materials can serve both the 
occupational user of English (for example the manager of a company, an accountant, 
a secretary) and the student (for example the student of business, banking, economics 
or management). (See the discussion of ‘business language’ in Johns (645, p. 4)). 

The term business English implies the existence of a discrete form of the language. 
Pickett (664) calls business English an ergolect (or work language), suggesting that 
‘an ergolect operates at the level of lexis and at the level of transaction, hardly at 
all at the level of grammar’ (Pickett (664, p. 11)). What is distinctive about business 
English, compared with other ergolects, is that 


it is a mediating language between the technicalities of particular businesses ... and the 
language of the general public. It is not purely for intra-group communication. This is not 
surprising since business and commerce are by definition an tnterface between the general 
public and the specialist producer ... (Pickett (664, p. 6)). 


Business transactions are likely to be similar whatever the nature of the particular 
business; the particular business, however, will affect content and lexis. 

Business language has been insufficiently studied, compared for example with the 
language of EST, a point noted by Johns (645). Johns (645) and Pickett (664) both 
give overviews. Other studies look at particular text types or aspects, for example 
telexes (Zak and Dudiey-Evans (679)), and oral interaction (Lampi (650), Neu (660), 
Williams (676)). An important finding, made by Williams in particular, is that He 
language taught in textbooks is different from that used in real life. Williams concludes 
that ‘more real data is needed about what language is used in different situations before 
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we as teachers and coursebook writers can begin to select what to teach for different 
situations’ (Williams (676, p. 53)). 

However, as well as attempting to discover the authentic linguistic realisation of 
discgurse functions (which are often at the level of the sentence or below), we also 
need to know what strategies speakers use when conducting complete transactions. 
Micheau and Billmyer (658) make a start on this, concluding that ‘where language 
content was once the focus of our curriculum, interactional skills have now become 
a topic of discussion in their own right’ (Micheau and Billmyer (658. p. 95)). 

Three points must be made here. First, native speakers of English who are new 
to the work of business may have just as much need of lessons in discourse skills 
and strategies as non-native users of the language. Hence we might expect, and indeed 
can find, business English textbooks which aim to cater for both native and non-native 
English speakers. Second, as an international language, English is used as the means 
of communication in business transactions between people none of whom is a native 
user of the language. Thus, any study of authentic business English language must 
include data on the forms and strategies employed by practising business people who 
are non-native speakers of English. Third, more consideration needs to be given than 
at present to cultural aspects of business communication (see Cowcher (631)). Currently, 
too much attention is focused on the business practices of western Europe and the 
USA, any cross-cultural adjustment being made in the direction of the West. 


Business English textbooks: why are so many so general? 


There are a very large number of business English textbooks available on the market: 
only a few can be considered here. A striking feature is the large number of general 
books, which seem to differ very little from coursebooks for EGP — working through 
a standard set of structures, teaching much common core as well as some work-related 
vocabulary, and dealing equally with all the skills. There are several reasons for this. 
First, the role of business English as a ‘mediating language’ (see the discussion above) 
implies that it must bear much similarity with everyday language. Second, the wide 
range of people who might identify themselves as students of business English may 
suggest a market for general coursebooks (and also for some more specialised books; 
see below). Third, we may note that in the private sector, particularly, language schools 
offer ‘open door’ business English courses. As the students are not likely to be 
homogeneous in terms of work experience, a general textbook applicable to a range 
of business situations may be the most appropriate one to use (see the discussion in 
Gowdridge (638)). 

These general business English coursebooks thus often have very general aims. Jones 
and Alexander (646) is ‘a flexible learner-centred course in communication skills for 
people who need English in their day-to-day work’. White and Khidhayir (675) aims 
‘to provide students with the practical language skills needed to communicate effectively 
in a wide range of business situations’. The target audience, too, is very broadly defined, 
often with both practising business people and students of business (or commerce or 
management) being catered for by the same materials. Brieger ef a/. (620) is aimed 
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at ‘the specialist or non-specialist student of business English’. White and Khidhayir 
(675) is designed ‘for adults who need English for professional as well as social 
purposes’ and ‘for adult students of business English’. 

These books clearly meet a need. They appear to fulfil what are surely common 
expectations of a language textbook/coursebook: namely, that it should be reasonably 
complete in its coverage of language forms and functions, usable as a reference source, 
and fairly lively and interesting. 


Business English textbooks: what types of specificity are there? 


eee narrowly targeted business English textbooks may be designed for a specific 
ype of student. Knowles and Bailey (649), for example, is a carefully designed low- 
level course in listening comprehension and conversation skills for Japanese business 
people. 

Many books are skill specific. Hanks and Corbett (639), while aimed at a wide 
audience, is specific in its focus on listening. Hughes ef al, (642) also focuses on 
listening, utilising recordings of unscripted authentic conversations between business 
people. 

Listening and speaking combine in a business situation which requires everyday 
language and topics: socialising with clients. Ellis and O’ Driscoll (634) focus on this, 
as do Coulton and Rossiter (630) and Hollett ef a/. (640). Listening and speaking 
also combine for telephone skills, dealt with by Bruce (622), Naterop and Revell (659) 
and Palstra (662). ' 

We might expect something different from general English for reading and writing, 
since many of the written text types in business English are specific to the business 
world, for example invoices, quotations, company reports, memos. Carrier (623) and 
Spiro (673) aim to develop reading skills using a variety of business text types. Cotton 
(626) and Land (651), however, both use texts from business journalism and seem 
to activate language knowledge more than reading strategies. 

A number of textbooks focus on business letters, for example Beresford (618), 
Littlejohn (654), who has a more genuinely communicative methodology than most, 
Methold and Tadman (657) and Wilson (678), Comfort et al. (625) deal with business 
report writing, although the tasks suggested in the book do not seem to produce very 
much extensive writing. Doherty er al. (633) work through a range of written text 
types, building up to a long report. The topics are drawn from factory life, but the 
approach to writing seems similar to other good, recent work in writing, for example 
in EAP. 

Other specific types of business English textbooks include Palstra (663) on telexes 
and Kerridge (647) on presenting facts and figures. Cotton and McGrath (628) is a 
language laboratory course, focusing primarily on vocabulary acquisition in the area 
of international trade. 

For books which are specific as to work area, we can note that there may be some 
teaching of content as well as language, for example Radice (667), (668). Books on 
management and managerial strategies seem to be a growth area and, as Trickey 
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observes, ‘in the last few years, language training and management/communication 
skills training have begun to overlap significantly’ (Trickey (674)). Scullion (672), 
indeed, aims his book at native users of English as well as non-native. In fact, one 
might have thought that, for some of the situations that Scullion includes, managers 
would be unlikely to use a language other than their native one -~ be it English or 
something else. Ardo (615), a very lively and unorthodox book, seems to be only 
minimally a language practice book and much more a workbook of management 
strategies and attitudes. 

Within the management field, in particular, an approach which can lead to a good 
variety of meaningful language practice is that of the case study (see the discussion 
in Chapter Five). A recent attractive and very authentic-seeming example is by Casler 
and Palmer (624). Trickey, however, suggests that ‘the more authentic and sophisticated 
published materials are, the more inflexible and “user unfriendly” they become for 
the trainer; this is because another person's or company’s world has been so eftectively 
recreated that it is difficult to provide transfer to the learner's own highly specific 
world of work’ (Trickey (674)). Thus, rather less authentic and more easily generalisable 
sets of case studies can be of value, for example Pote e7 a/. (666) and Sawyer-Lauganno 
(670). 

Nearly all the books so far referred to seem basically designed for classroom and 
interactive use, although there is a tendency for publishers to claim that they can also 
be used for self-study. As Badger (617) shows, this aim is frequently not realisable. 
More investigation is needed into the design of effective self-study material. Useful 
self-access and reference material, however, is provided by the Bilingual Handbooks 
for Business Correspondence and Communication (Davies et al. (632)). In general 
it can be said that there are too few reviews of business English textbooks. Users’ 
reports based on extensive classroom use of the materials would be particularly useful. 
In addition, more research is needed along the line suggested by Williams (676). 


EAP (English for academic purposes) 
Is EAP part of ESP, or ESP part of EAP? 


EAP (English for academic purposes) accounts for a large amount of ESP activity. 
A recent review of EAP is presented by Jordan (751), and he begins by discussing 
the relationship between EAP and ESP. (See also Blue (688, p. 96).) For some 
practitioners, EAP is a branch of ESP, the other major branch being EOP. EAP is 
thus specific purpose language teaching, differentiated from EOP by the type of learner: 
future or practising student as Opposed to employee or worker. EAP can appear to 
be very general in scope, however, as the same courses and materials can be aimed 
at students from a wide variety of academic disciplines. Within such general courses, 
we might find components aimed at students from specific disciplines. In these cases, 
we might wish to view EAP as the more inclusive term, with ESP work a subordinate 
part of EAP. 

A further term to consider is study skills. This can be seen as identical in coverage 
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to EAP, or as a part of EAP. Here it will be viewed as a part of EAP (see below). 

The type of student typically catered for on EAP courses is either already on or 
about to enter a college or university course, either at graduate or undergraduate level. 
A few courses cater for school-age pupils, and some work has been done for university 
teachers and researchers (see Ramani (783), Swales (800)). Collections of articles 
which deal largely or entirely with EAP include British Council (690), (691), (550), 
Cowie and Heaton (700), Harper (11), Mackay and Mountford (23) and Robinson (787). 


Are the concerns of EAP specific to English? 


An important issue in EAP is whether what Is taught is specific to the English language 
or in fact universal. Are EAP students being taught things (strategies, processes, 
concepts) which do not pertain to their own language communities, or is it the case 
that academic activity is the same, or at least broadly similar, around the world, whatever 
the language? The general consensus is that the concerns of EAP are not specific to 
English, but that many students are aiming at a higher level of academic achievement 
through English than in their first language. Thus they are learning academic strategies 
for the first time through English — and they may subsequently try to apply what 
they have learnt to operations in their first language. A good example here would 
be of reading in an academic context. Amongst other things, an EAP course might 
help students with speed reading, reading for gist, distinguishing main points from 
subordinate ones or supporting detail. Student difficulties here could derive not so 
much from lack of knowledge of the English language but from poor or =" 
reading ability in their first language. 

An important related issue is that of learning and teaching styles: first, are these 
universal or are they culture specific, second, are they discipline specific? The evidence 
suggests that culture is a significant factor in students’ academic success. This is 
discussed in British Council (691), Mead (769), Mohan and Lo (772), Smithies (796), 
(797), Weckert (807) and Willes (809). See also Reid (785) on students’ preferred 
learning styles. The question of ‘the cognitive style of the specific purpose’ is 
challengingly raised by Widdowson (326), and discussed by Flowerdew (283). As 
Flowerdew suggests, more research is needed. At the moment there is insufficient 
hard data available on which to base a discipline-specific EAP course which takes 
properly into account the learning and teaching style of that disciptine. (But see Hail 
et al. (719) and the discussion on pages 38—9.) 


EAP course design: common core or specific? 


Even if we cannot base an EAP course on the learning-style of a particular academic 
discipline, we may be able to focus on discipline-specific topics and texts. This is 
done in some EAP textbooks, for example Jordan and Nixson (753) and Mead (77033 
focusing on economics. The books in the Cassell EAP series focus on medicine (D.V. 
James (737)), general engineering (Johnson and Johnson (748)), agriculture (Yates 
(813)). and earth sciences (Yates (812)). The format and exploitation is similar in 
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each, suggesting that the authors believe that students require practice in the same 
strategies and tasks, whatever the discipline. 

However, it is often difficult to ensure that all the students in a class are following 
the same academic discipline. Also, undergraduate and pre-undergraduate students 
may not, in many cases, have chosen their major specialisation yet. Thus a popular 
basis for the design of EAP courses is a range of topics and texts from several disciplines 
or of general current concern (for example, ecological issues). 

The ‘several disciplines in one course’ approach seems to be favoured by American 
textbook writers, particularly for reading and/or writing courses. Examples are Bachman 
(685), Currie and Cray (701), E.S. Lynch (760) and Rornstedt and McGory (788), 
all using extracts from a variety of undergraduate textbooks. Some reading courses 
take texts from several related disciplines, for example the social sciences (Haarman, 
Leech and Murray (718), Stevenson and Sprachman (799)) or science (Long e1 al. 
(759)). Some British EAP textbook writers and editors favour adapted or specially 
written texts on topics of general interest, for example Adkins and McKean (681), 
Johnson (749) and the Reading and Thinking in English series (784). 

The assumption underlying these ‘common core’ textbooks would seem to be that 
the strategies focused on are common to all disciplines and to all types of student. 
A further development of this assumption, perhaps, is the idea of taking the business 
of studying itself as the topic of a course, with sub-topics such as ‘how to use the 
library’, ‘attitudes to the learning of vocabulary’, ‘types of academic writing’. This 
approach is adopted in K. James et al. (739) and in K. James (738). 

Obviously, before an EAP course is set up or a textbook or coursebook written, 
some sort of needs analysis should be carried out. Academic needs analyses are reported 
on by Johns (73) and by Weir (96). Christison and Krahnke (697) and Horowitz (71), 
however, show that much more precise detail is required than had been obtained in 
previous surveys. Horowitz's work suggests that close attention must be paid to the 
academic requirements not just of particular disciplines but of actual specialist lecturers. 
Thus a truly specific EAP course would be specific to a department or even a lecturer 
of a particular faculty in a particular university. This is the situation for adjunct Classes 
in North American universities (see pages 90—1). 


Reading in EAP: what are the issues? 


Reading is probably the most generally needed skill in EAP worldwide. An important 
question is how far success in reading is helped by practice in the other language 
skills. Activation of knowledge of the language through writing and speaking can feed 
back into reading. However, very often there is too little time on a course to do more 
than focus on (silent) reading and little motivation to do so. In Latin America, for 
example, for many disciplines, much if not all of the basic material is available in 
the students’ first language (Spanish or Portuguese), which is also the medium of 
instruction. The need for English is limited to the skill of reading and the content 
of the texts is likely to be discussed in the first language (see Sinderman and Horsella 
(794)). 
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A second issue in EAP reading is how far knowledge of the topic can compensate 
for linguistic difficulties in reading a text. This has been researched, in relation to 
LSP, not just ESP, by Ulijn in particular (see Ulijn (803); also Alderson and Urquhart 
(472), (473), Koh (756), Mohammed and Swales (771)). The evidence appears to 
be that, as might be expected, subject knowledge does have a role to play. However, 
work on language as such is still clearly important (see Evans (711)) and thus a key 
target for research is the identification of the particular structures and types of vocabulary 
which cause most difficulty in reading (see, for example, Bramki and Williams (108), 
Williams (811)). A good approach to the issue of what grammar (and vocabulary) 
teaching is necessary to aid reading is provided by the ‘minimum discourse grammar’ 
of Deyes (704). 

In order for teachers and students not to spend too much of a reading class in 
studying grammar, it is important to identify the purpose for which a text needs to 
be read. In an influential article, Johns and Davies (747) suggest that in EAP (and 
in ESP generally), texts are “vehicles for information’, not ‘linguistic objects’. They 
suggest a methodology for studying written texts, such that the focus is on the 
information in them and not primarily on the linguistic forms used to realise that infor- 
mation. Attention to the use of the information in a text is also emphasised by Adams 
Smith (680), who argues for a greater degree of intellectual involvement in the reading 
class than may always apply. Intelligent and challenging comprehension questions 
may help students to think, not just to manipulate language. A necessary development 
of what she suggests would be to try to match the intellectual tasks to what is required 
in the students’ specialist class. Adams Smith’s ideas are built on in accounts of reading 
courses by Frydenberg (714) and Alderson and Lukmani (682). 

Important current concerns in reading in EAP are classroom management and the 
nature of the reading process itself. How should the classroom be organised, especially 
when it contains students with very different levels of competence in English? One 
solution is to have tasks of different degrees of complexity, to be applied to the same 
texts (see Nunes (776)). Another idea, appropriate to large classes, is to have a set 
of ‘standard reading exercises’ which can be applied to a range of texts (see Scott 
et al. (792), Holliday and Zikri (731), Holliday er al. (730)). In these situations, it 
would seem that what is most appropriate for the students to read is not ready-prepared 
textbooks but extracts from textbooks and articles supplied by their specialist 
departments or faculties. Some of the activities suggested are also suitable for self- 
study, perhaps an obvious approach to the development of reading ability (see Armanet 
and Obese-jecty (684), and Kharma (755)). 

i 


Writing in EAP: process or product? 


The current debate on the merits of a process or a product approach to learning is 
clearly apparent in the area of teaching writing. Here the features of the product method 
can be clearly shown: 


Model text — comprehension/analysis/manipulation — new input -- parallel text 
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and compared with the features of the process method: 


Writing task — draft | — feedback — revision — input — draft 2 — feedback 
— revision ~ draft 3 


Like many ‘innovations’ the process approach was not so new, having been employed 
for many years in the teaching of English as a first language. Within ELT, its methods 
seemed to bring a way of getting students to write more and to write more fluently. 
Such results are clearly of value to EAP, and certainly process ideas have had an 
effect on EAP materials. The work by Hamp-Lyons and Heasley (727) contains some 
process-oriented activities and the widely used Jordan (750), which follows a product 
approach, has been revised along process lines. 

However, EAP students have clear targets or products in mind. They must, at some 
stage, produce texts which conform to certain specifications, often quite rigorous 
specifications in terms of the sequencing -~ and perhaps the actual wording —- of points 
and layout. Thus, in addition to process-oriented activities, the EAP writing class 
must include some study of models or final products. (See the debate between Horowitz 
(733) and Hamp-Lyons (723) and Liebman-Kleine (758).) 

This implies some study of written texts. Thus, while reading may not necessarily 
be aided by writing practice, writing is certainly aided by extensive reading. Only 
if they have had exposure to their target-level texts, thus internalising the model or 
target. will students have a proper idea of what they should write. So Davies (702) 
argues, although she also points out that the texts that students have to read as part 
of their course (for example, textbooks, journal,articles) may be different from what 
they should read to help them with writing (examination answers, essays, dissertations), 
(See also Cooper (699).) 

As with other areas of EAP, textbooks may be common core in terms of topics 
and tasks, or more speciftc. Examples of the former are given by Glendinning and 
Mante!l (717), Hamp-Lyons and Heasley (727), Johnson (749), Jordan (750) and 
Oshima and Hogue (778), (779). Specific-purpose writing courses include Dudley- 
Evans (706) on report writing and Weissberg and Buker (808) on experimental research 
report writing. The writing of examination answers is considered by several people: 
in articles by Dudley-Evans (707), Hamp-Lyons (724) and Horowitz (732), and in 
a textbook by Howe (735). 


Listening in EAP: what is invoived? 


Listening in EAP involves listening to lectures, and listening and interacting in seminars 
and tutorials (see the discussion on speaking in EAP below). Problems with lecture 
comprehension may derive from features of the language as such, for example the 
use of informal language by the lecturer (see Johns and Dudley-Evans (582, p. 17)). 
Several researchers have noted the importance of the lecturer's use of discourse markers 
as an aid to comprehension (Chaudron and Richards (696), Lebauer (757), Tyler ef 
al. (802)). Other problems may derive from the students’ lack of previous exposure 
to the spoken realisation of forms which they already know from reading, and from 
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the particular accent of English used by a lecturer. A major difficulty for students 
may be the taking of notes at speed. Several practical suggestions about listening 
comprehension are made by Richards (786), and Benson (687) provides a detailed 
case study of one student's strategies for lecture listening. 

Published materials take several forms. Adkins and McKean (681) and K. James 
et al. (739) use complete but specially written audio-texts. gradually increasing in 
length, with various kinds of controlled note-taking exercises. The Cassell EAP series 
(for example Yates (813)) uses a similar approach in the listening und note-taking 
part of each unit. T. Lynch (761) and McDonough (764) use extracts from authentic 
lectures, with a variety of types of exploitation. Ruetten (789) uses complete 
authentic lectures, of varying length and complexity. The materials so far mentioned 
all consist of a textbook and audiotapes, but what is obviously needed is video-recorded 
material, so that the contribution of body language, blackboard work and other visual 
aids can be considered, In addition, students need exposure to lengthy examples of 
listening, in preparation for the normal fifty-minute-long (or more) lectures of real 
life. Such exposure, however, is perhaps best obtained live. 


Speaking in EAP: a matter of language proficiency or 
knowledge of subject matter and community? 


Speaking in EAP isa relatively neglected area. In needs analyses it normally emerges 
as the least needed skill, although Christison and Krahnke (697) suggest that this finding 
does not represent reality. If not a need, speaking is often a want, since in many students’ 
opinions oral proficiency is the best indicator of mastery of a language. EAP speaking 
involves participation in tutorials and seminars, asking questions in lectures (see 
McKenna (768)), oral presentations (see page 51). and social interaction with other 
students, 

There are few published materials for practising EAP speaking. K. James (738) 
and Lynch and Anderson (762) both consider seminars and oral presentations; Morrow 
and Johnson (774), (775) deal with social English. Practical suggestions are made 
by Jordan (752), referring to pyramid discussions, 

Empirically, EAP speaking has been an under-researched area. Many suggestions 
about how students should best be helped have been based on introspection and 
observation of students in the language classroom, not the specialist classroom or lecture 
theatre. Earlier suggestions have focused on the linguistic realisation of language 
functions thought to be important in seminars and lectures, for example interrupting, 
questioning and challenging (Cawood (694), Johns and Johns (746), C. Johns (745), 
Lynes and Woods (763), Price (781)). More recently, and especially in the USA, 
research has been more ethnographically oriented, looking at the nature of the ‘discourse 
communities’ (see pages 25—7 and McKenna (768)), in which students and lecturers 
interact, and considering the social relationships, the imperatives and constraints, which 
are set up therein. Research into seminar Participation by both native-English-speaking 
and non-native students by Furneaux et al. (715) suggests that what is important for 
Success is not linguistic control of appropriate discourse functions but knowledge of 
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the subject matter under discussion. Clearly, linguistic proficiency can help the non- 
native, especially for confidence-boosting, but what is indicated is a need not so much 
for language but for information about the academic situation. 


Study,skills: what is involved? 


All the activities discussed above may be considered elements of study skills. 
Alternatively, we could adopt a narrower approach and reserve the term study skills 
for the more mechanical aspects of the academic world, for example reference skills 
and the use of the library, the layout of theses and dissertations (footnotes, the 
bibliography), note-taking. All these skills need to be taught to the native speaker 
of English as well as the non-native (see, for example, Casey (693)). Some published 
textbooks focus on these ‘mechanical skills’, for example O’Brien and Jordan (777}, 
Salimbene (790) and Wallace (806). Hamp-Lyons and Courter (725) additionally offer 
help with the writing of research papers. Other textbooks combine elements of these 
study skills with practice in reading, writing or listening, for example Adkins and 
McKean (681), Floyd (712), Montgomery (773), Glendinning and Holmstrom (716), 
Yates (812), (813) and the Skills for Learning series (795). Some textbooks give prac- 
tice in several skills, including study skills, aiming particularly at examination 
practice, for example McEldowney (766) and Williams (810). 

One study task which can help to integrate all the language skills and to practise 
some of the more mechanical study skills is ‘doing a project’, in which students conduct 
research and produce a project (or term paper). See the discussion of this on pages 50—1. 


EAP: conclusions 


EAP is a continuously developing area. It is linked to the concerns of ESP in general, 
contributing for example to the debate on authenticity. In fact, much of the development 
of ESP has taken place through work in EAP situations. At the same time, EAP takes 
ideas from ELT, for example work in the process approach to writing. The current 
concern is with ‘studying in context’, that is, with identifying the social as well as 
academic requirements of a particular situation and equipping students to cope. This 
implies some study, of an ethnographic type, preferably by the students themselves. 
A further implication is that generalisations cannot be made, although A.M. Johns 
(744) expresses an interest in discovering what is generalisable from community to 
community. More research is clearly needed and, while more textbooks for EAP would 
be welcome (for example in the area of speaking), at the same time the current trend 
seems to be for more local, context-specific in-house materials. 
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